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Introduction and indications for readers 
 
This work stems from the desire to explore the organizational world, and in particular 
organizational training, through a clinical and psychodynamic perspective. This desire is born within a 
wider clinical psychology tradition (Carli, 2006a; Carli & Paniccia, 1981, 1999, 2003) that conceives 
clinical action as a development-oriented intervention emerging from the reflective capacity to think 
emotions, instead of acting them out (Carli, 2006b; Carli & Giovagnoli, 2011; Matte Blanco, 1975). In 
this perspective, clinical psychology moves beyond the therapeutic setting in order to intervene and 
promote change and development in a wider set of contexts, from which  the organizational ones are 
not exempt. Attempts in this sense have already been made by other authors (Schein, 1995; Argyris & 
Schon, 1997) whose contribution I use and integrate in order to obtain a deeper understanding of 
human dynamics and to achieve a stronger intervention potential within the organizations, in particular 
within the learning and development processes. 
Development processes, in this work, are not conceived as aiming to pre-determined and 
normative outcomes; rather they are conceptualized as the possibility, for individuals and groups, to 
stop reiterating ineffective courses of action by introducing thought into emotional symbolizations and 
reactivity (Carli, 2006b). Emotions and affects are here conceived as relational phenomena, stemming 
from intersubjective sense making and symbolization processes originating by the engagement and the 
interaction with a context and with the relationships embedded in it (Fornari, 1977; Mannarini, 
Ciavolino, Nitti & Salvatore, 2012). These type of emotions can be thought, thanks to an increase in 
the capacity to observe and think the affective process of object connotation, motivating and pushing 
us to action (Matte Blanco, 1975; Paniccia, Giovagnoli & Giuliano, 2008).  
In our view, developmental initiatives within the organizations should aim for this reflective 
goal. In exploration of these processes, in this work I focus on a specific type of training (interpersonal 
skills development), which aims at developing participants’ capabilities to productively interact with 
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each other at work. This type of intervention can be led in a variety of ways, ranging from standard 
and “expert-led” educative initiatives to more clinical psychosocial interventions, stimulating the 
capability to promote thought processes within emotional and relational dynamics. 
Within a general attempt to promote intervention evaluation in organizational training 
initiatives, as an intrinsically reflective practice (Child, 2015), I have built this work to integrate 
organizational training  research with new constructs, results and indications, aimed at a vast 
population of practitioners operating in the field. 
In order to facilitate the utilization of my findings, I have conceived this work as made of three 
different research papers, all connected but yet all readable independently.  
Chapter 1 focuses on the conceptualization of four specific affective symbolizations of the 
work context and identifies a related measurement tool, which – for its particularly agile format – can 
be used in training or in other organizational analysis initiatives. 
Chapter 2 describes the validation of a training evaluation tool, which is suitable to measure 
interpersonal or soft skills training, while keeping short and easily usable in a variety of organizational 
contexts.  
Chapter 3 proposes an observational field study, aimed at analyzing the influence and the 
interaction of affective symbolizations, clinical consultancy practices, and trainees’ features and 
expectations, within interpersonal skills training interventions.  
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Chapter 1 
Work Symbolic Motive Scale (Work-SMS): development and validation of a 
measure of Affective Investment at work 
 
1.1 Introduction 
How we describe our work context with a few adjectives may say a lot about how we interpret 
it as a meaningful reality. This process of meaning making is first of all an affective process, that 
enables our organizational world to be signified by emotional values (Modell, 2003), and that 
ultimately results in our verbal expression. Several studies have thus far analyzed the connection 
between affective dimensions related to work contexts and verbal expression of emotional states, 
referring to positive/negative affect (Warr, 2011; Warr, Bindl, Parker & Inceoglu, 2014; Herrbach, 
2006), pleasure/displeasure and low/high activation (Remington, Fabrigar & Visser, 2000; Madrid & 
Patterson, 2014), affective well-being (Daniels, 2000; Diener, Oishi & Lucas, 2009; Van Katwyk, Fox, 
Spector & Kelloway, 2000), and affective reactions to job characteristics (Saavedra & Kwun, 2000). 
The peculiarity of these works is that they refer to individual affective states and often rely on the 
conscious and manifest meaning of the verbal forms. 
In this work we use the psychoanalytical construct of affective investment and affective 
symbolization (Fornari, 1979; Carli, 1987, 2013; Voronov & Vince, 2012) to provide a different 
perspective around the interpretation of verbal descriptions of affects at work (Carli, 1995; Carli & 
Paniccia, 1999, 2004; Carli & Giovagnoli, 2011; Salvatore & Zuitton, 2011). We also propose the four  
specific dimensions of Achievement, Affiliation, Power and  Autonomy, traditionally related to 
motivation theories (McClelland, 1961; Deci & Ryan, 2010), to provide information about four 
particular ways to symbolize and relate to the work context, beyond the individual motivational drives. 
Aware that, besides objective job features, the symbolic perception of an organization can play 
a relevant role in determining its attractiveness (Chapin, 2015; Lievens & Highhouse, 2003; Lievens, 
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2007; Slaughter, Mohr, Zickar, & Highhouse, 2004), our purpose is to shed light on the symbolic, 
affective and often unconscious dimensions that influence the relationship between the individual and 
her/his work context.  
In order to support this perspective, we would like to propose the Work-SMS, as an agile 
measurement tool highlighting some key features of these dimensions. 
1.1.1 Affective investment on the work context: an endowing process of good qualities  
In institutional and cultural studies, the concept of affective or emotional investment is used to 
describe the reinforcement phenomenon by which affectively invested objects matter more than non-
invested ones, making such objects become salient to the psychic world and, circularly, worth of such 
an investment (Grossberg, 1992; Voronov & Vince, 2012).  
In either historical or more recent psychoanalytical studies, a drive to work (described by Freud 
as one of the two foundations of communal life and human society, besides love) has always been 
acknowledged as a possibility to sublimate a large amount of unconscious libidinal components, 
whether narcissistic, aggressive or even erotic (Freud, 1930; Marcus, 2017). This makes the workplace 
an object that is gifted with relevance for the psychic reality, sustained by a strong libidinal 
investment. Such affective dynamic “does something more than connoting a given experience; affect 
gives value of life to the world. Being affectively activated means producing a kind of vital 
commitment – it means experiencing the world as something animate, engaging us in a relationship” 
(Salvatore & Freda, 2011, p. 126).  
Actually, as a relevant psychic object, each work context engages us in a relationship and can 
be endowed with different qualities or values representing “motivating ends” (Western, 1991, p. 437) 
for the subject engaged in such relationship (Frijda, 1988). Our world thus becomes a “labeled” place, 
categorized – and therefore created - by assigning to it values, interests and qualities which are marked 
by feelings and emotions thanks to a symbolic associative process (Modell, 2003).  
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The specific qualities ascribed to the work context may refer to different symbolic domains and 
can be combined according to several factors, such as organizational features, organizational culture, 
employees’ motivations, perceptions or interpretations; these specific and local meanings, motives and 
desires are encompassed within a general factor indicating how much that context is affectively 
invested or, in other words, is endowed with positive values and is psychologically salient to us  
(Modell, 2003; Freeman, 2000; Salvatore, 2016). 
We chose to name affective investment this endowing process of gratifying qualities and 
meanings ascribed to the work context which make it emotionally invested or perceived as satisfactory 
and worth of preservation, credit, commitment or, if lacking, disinvestment and disruption (Voronov & 
Vince, 2012). This process of quality connotation is not an explicit and conscious activity as it deals 
with immediate mental associative processes. Several studies have thus far analyzed how unconscious 
associations to positive values or attributes to an object of reality or goal can increase the expenditure 
of effort and the investment on it, yielding also specific motivational drives according to the different 
stimuli that the environment makes available (Aarts, Kuster & Marien, 2008; Dijksterhuis & Aarts, 
2010; Voronov & Vince, 2012). Therefore, it is the individual-environment interaction, and not just 
individual drives or beliefs, that should allow the work-context to be perceived as effort-worthy and 
desirable (in a “scenario of being related to something good” – Salvatore, 2016, p. 45).  
Previous studies have actually found that external organizational conditions (i.e. self-
employment vs. employment) (Thompson & Kopelman, 1992) or role (i.e. managerial vs. non-
managerial) (Kònya, Matić, & Pavlović, 2016) can result in higher levels of job satisfaction and 
professional involvement. Other studies have highlighted how positive affective thrusts can be 
associated to other variables related to professional and career development (i.e. career adaptability) 
(Fiori, Bollman, & Rossier, 2015).  
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Indeed, professional development, job satisfaction and career adaptability are among the main 
variables that we would thus expect to be associated to affective investment, which should also add 
explanatory power to models considering only individual-related variables (i.e. work self-efficacy).  
1.1.2 Symbolic motives as components of affective investment 
When the work context – as a relevant psychic object – is affectively invested, it is also 
provided with a “specific affective intentionality that calls for the activation of an adequate 
relationship” (Carli & Giovagnoli, 2011, p. 117). This means that such process of activation will result 
in actions and thoughts that are considered coherent with such intentionality. We call symbolic motive 
this qualitative indication about the main relational dynamics evoked and subjectively experienced as 
coherent and meaningful within the work context. The set of symbolic motives featuring a context 
compose a qualitative characterization of the quantitative affective investment towards it.  
The concept of symbolic motive was crafted as the main product of the affective symbolization 
process, born within the  psychoanalytical tradition (Fornari, 1977; Carli & Paniccia, 1981; Salvatore, 
et al., 2003; Carli, 2006a). Affective symbolization is used to describe a specific signifying feature of 
the human mind,  originating from its unconscious way of functioning (Fornari, 1979) and aimed at 
ascribing an affect-mediated meaning to the world. This meaning, albeit primitive and rough (i.e. 
good/bad or friend/foe), helps adaptation though an immediate orientation function. Alongside with 
this process, operational symbolization, related to the conscious/rational way of mind functioning, 
works upon the reality principle and on publicly shared codes (i.e. language). Both processes interact 
within the mind’s signifying function and emerge within the human language (Fornari, 1977, 1979). 
The innovative intuition of Fornari’s conceptualization is the attribution - to both the conscious and 
unconscious mind - of a sense-making function, constantly oriented to giving meaning to the external 
environment (Mossi & Salvatore, 2011; Carli & Paniccia, 2004; Fornari, 1979). The interaction 
between the affective symbolization (mainly based on unconscious mind functioning) and perception 
(mainly based on the cognitive and conscious mind functioning) leads to a fundamental process of 
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affective categorization of reality, also resulting in the language we use to describe it (Carli, 1995; 
Carli & Paniccia, 2004; Carli & Giovagnoli, 2011).  This constant interplay results both in a reality 
testing-based knowledge and in an affective connotation of the context (Salvatore & Freda, 2011), 
generating context-specific symbolic motives. This symbolic process provides the opportunity for a 
person or a social group to produce a shared representation of  the context, allowing to immediately 
orientate in it, make the unfamiliar familiar (Moscovici, 1988), and master a common set of meanings 
and codes enabling understanding and adaptation. When this happens, we are equipped with a stable, 
synthetic and meaningful representation of reality that is generally shared and able to guide our actions 
and decisions within it (Salvatore & Venuleo, 2009).  
This construct offers a theoretical link between the intra-psychic world and the external 
context, conceived as constantly shaped and co-created by the ones who interact in it by a 
symbolic/unconscious and a rational/conscious agreement on how that context is, and which behaviors 
are adaptive within it.  
To use an example, when asked to describe our work context with a few words, we may come 
up with different descriptions of it according to its ostensible features (goals, targets, roles, clients, 
etc.) and to our subjective – and often more tacit – perception that such context has qualities, or 
capability to satisfy some specific needs or desires, which may, in turn, justify our behavioral 
investment towards it. We may describe it as “friendly”, “humane”, “effective” and “productive” if we 
feel that, for instance, through its organizational or relational practices, it is guaranteeing interpersonal 
closeness or availability but also productivity and goal attainment. The overall indication would be of a 
satisfying and positive work context representation, symbolically worth of affective credit and 
investment. Furthermore, besides denoting the overall perception of “goodness” of such  work-context, 
the semantic dimensions of the chosen adjectives may also say something about which main relational 
and behavioral dynamics are more aroused within it (i.e. affiliation and achievement).  
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1.1.3 Affective investment declined over four symbolic motives of Achievement, Affiliation, 
Power and Autonomy 
For the Work-SMS we wanted to build a scale capable to detect a general affective 
representation of the work context, explaining the intensity of the affect towards it, while identifying 
some basic symbolic motives, produced by the affective symbolization process, that could reveal how 
such context is affectively perceived by its members and which relational needs are more solicited and 
satisfied within it.  
In line with several studies around motivation (McClelland & Boyatzis, 1982; Deci & Ryan, 
2010; Lammers, Stoker, Rink & Galinsky, 2016), organizational cultural or climate features 
(Goldman, Balthazard, Cooke & Potter, 2006; Litwin & Stringer,1968), and with more recent pieces of 
psychosocial and psychodynamic research (Carli & Paniccia, 2003; Langher, Brancadoro, D’angeli & 
Caputo, 2014), we have chosen to refer to McClelland’s motives - Affiliation, Achievement and Power 
- later integrated with Autonomy (Steers & Braunstein, 1976; Deci & Ryan, 2010; Lammers et al., 
2016) as relevant, basic and recurrent motivations to social relation within the work context, 
concurring to create specific symbolic motives that organize the relationships within it, both at the 
conscious and unconscious level. The choice of these four motives was due to the fact that, within 
human group interaction, dimensions such as relational bonding, goal achievement, exercise of power 
and autonomy are fundamental drivers of the social dynamic (Bion, 1961).  
Achievement is a drive to mastering complex challenges, finding solutions, overcoming goals, 
and meeting high standards of quality or success (McClelland & Boyatzis, 1982).  It has often been 
associated to higher productivity levels in organizational contexts (Litwin & Stringer,1968; Cooke & 
Russeau, 1988; Goldman et al., 2006; Simosi & Xenikou, 2010), entrepreneurial attitude (Prenestini & 
Lega, 2013) and career adaptability (Su & Dong, 2015; Guo et al., 2014). Achievement as a work 
symbolic motive refers to an affective representation of the context as being generative and 
guaranteeing the possibility to reach productive objectives.  
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Affiliation is a drive to “establishing, maintaining, or restoring a positive affective relationship” 
(McClelland, 1961, p. 160). Amongst the first motives to appear in human development (Lichtenberg, 
2013), affiliation was empirically demonstrated to enable stronger relationships, mutual support, 
openness and innovation (Van Dyne & Le Pine, 1998; Fisher, Ferreira, Assmar, Redfors & Harb, 
2005), sometimes reducing team’s  performance-orientation or job-responsibility attitudes (Guillen 
Ramo, 2009; Hartnell, Ou & Kinicki, 2011). Affiliation as a work symbolic motive refers to an 
affective representation of the context as acceptant and taking charge of the person, guaranteeing a safe 
environment in which the relational dimension is prevalent.  
Power is a drive to influencing, shaping and determining others’ decisions or actions. In some 
studies associated to symptoms of an aggressive-defensive (Goldman, 2006; Bion, 1961) or a highly 
hierarchical culture (Hofstede, 1980; Daniels & Greguras, 2014), the power dimension can also be 
seen as the organization’s adaptive capacity to shape the outside environment and lead change within it 
(Spaltro, 1984). Power as a work symbolic motive refers to an affective representation of the context 
as prestigious and having influence over the environment, guaranteeing might, dominance, and 
authority.  
Autonomy is a drive to guaranteeing self-development, self-determination and freedom from 
others’  control. In recent studies (Lammers et al., 2016), autonomy was explored and conceived as a 
particular and substantially different form of power: the power to be free from others’ influence. In 
human development, autonomy is seen as a key drive towards freedom, independence and mastery in 
adult life (Deci & Ryan, 2010). Autonomy as a work symbolic motive refers to an affective 
representation of the context as resisting opponent external influences and having control over 
decisions.  
In our perspective, the four above described dimensions coexist, at different levels of intensity, 
interplaying with both  the external conditions and the affective meanings shared by the ones who 
interact within the same work context. As already said, the product of this interplay can be detected 
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through the affective investment dimension, which encompasses the four symbolic motives within a 
general measure of affect intensity.  
No dimension should be considered maladaptive as they all concur to generate affective 
investment on the work context through the perception of its overall ‘goodness’; however their 
combination can provide information about which dimensions sustain it the most.  
For instance, previous research and clinical experience in organizations shows that work 
contexts described high in affiliation and autonomy orientation and low in achievement may assure 
group internal cohesion, potentially at the expenses of its productive function (Hartnell, Ou & Kikicki, 
2011; Carli & Giovagnoli, 2011; Litwin & Stringer, 1968). High levels of achievement and high levels 
of affiliation may be indicators of a context strong orientation towards goal accomplishment through 
high levels of commitment and mutual support (Hartnell et al., 2011; Cawsey, 1973; McClelland, 
1961). High levels of power and low levels of achievement can indicate a focus on the context’s 
prestigious status regardless of its capacity to produce value (Carli & Giovagnoli, 2011; Carli & 
Paniccia, 2004). 
These patterns arise from the interaction amongst individuals with their work context and thus 
will definitely be influenced both by the external organizational and social conditions (i.e. 
organizational role, function, employment status, etc.) and by the symbolic interpretation co-created by 
the persons interacting in such conditions (perceived inclusion/exclusion, effectiveness, influence, 
independence). The Work-SMS aims thus at giving us “clues” of how a context is emotionally 
perceived by the ones who share it, beyond the simple positive/negative affect. Therefore, an abductive 
method (Valsiner, 2014) , typical of the psychodynamic approach, is strongly suggested to interpret the 
scale’s results. 
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1.2 Aim of the study 
The aim of this work is to develop a conceptualization and a related brief measurement tool 
capable of exploring a general dimension of affective investment related to the work context (Work-
SMS’s general scale), composed by four consistent and well-studied interplaying sub-dimensions 
(Work-SMS’s four sub-scales). 
In order to gain a deeper understanding of how affective investment and symbolic motives 
influence relevant variables for work organizational functioning and related outcomes, we led two 
studies based on different samples - newly-qualified psychologists enrolled in a career research 
program (study 1) and adult working participants (study 2). Both samples were composed by Italian 
subjects. These two studies allowed us to collect different forms of construct and convergent evidence 
of validity. Internal consistency and test-retest reliability were also evaluated.  
Study 1 on newly qualified psychologists was used to test the following hypotheses: 
Hypothesis 1. Affective Investment is positively correlated to career adaptability, as a 
convergent measure of investment on the professional context;  
Study 2 on an adult working population was specifically used to test the following hypotheses: 
Hypothesis 2a. Affective Investment has incremental predictive validity on professional 
development (measured by external objective indicators), beyond other individual career-related 
variables (i.e. work self-efficacy and career adaptability); 
Hypothesis 2b. Affective Investment remains a significant predictor of professional 
development outcomes even when other constructs (i.e. work self-efficacy and career adaptability) are 
considered; 
Hypothesis 3. Affective Investment positively correlates with job satisfaction (currently and 
after one month);  
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Hypothesis 4. Affective Investment varies according to context-related variables such as 
employment status (self-employment vs. employment) and organizational position (managerial roles 
vs. non-managerial roles), as a result of different experiences of work-related affective investment. 
1.3 Methodology 
1.3.1 Development of the scale 
In order to develop the scale, affective investment was operationally defined as the emotional 
connotation of the context as having positive qualities, and evoking emotions linked to mastery, goal 
accomplishment and capability (achievement), acceptance, intrinsic goodness and sense of belonging 
(affiliation), might, status and possibility to condition others’ behaviors or decisions (power ), control 
of one’s own freedom, self-determination and self-focus (autonomy). 
In order to create the scale items, we chose adjectives instead of sentences for their capacity to 
evoke immediate affective associations towards an object more than verbs, nouns or other lexical 
forms (Clore, Ortony & Foss, 1987; Ortony, Clore & Foss, 1987).  
Although this is obviously not the first time that adjectives are used to gauge affects within the 
work context, previous literature shows that so far they have mainly been used to describe individual 
positive/negative affect (Watson, Clark & Tellegen, 1988) or basic emotions (i.e. happiness, anger, 
sadness etc.; Van Katwyk et al., 2000), social representations (Clemence, Doise & Lorenzi-Cioldi, 
2014) or cultural configurations through a-theoretical lexical approaches (Chapman & Chapin, 2014).  
Differently from the above cited works, we chose to use adjectives that could account for 
symbolic and relational dimensions related to mastery, sense of belonging, influence and 
independence. Such adjectives were selected through the criterion of word “density” (Carli, Paniccia, 
Giovagnoli, Carbone & Bucci, 2016; Carli & Giovagnoli, 2011; Caputo, 2015). According to the 
language “double reference” (lexical and symbolic; Fornari, 1979), a dense word is capable to produce 
high levels of polysemy (infinitive association of emotional meaning attributable to a word) and low 
levels of ambiguity (contradictory or indefinite emotional configuration). For instance, to measure 
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achievement, a dense adjective like “productive” triggers an immediate emotional association to 
achievement, with little space for ambiguity or semantic contradiction, while a non-dense adjective 
like “active” shows high ambiguity because it could also refer to a person who is particularly sociable 
(affiliation), self-determined (autonomy) or exerting influence (power).  
1.3.2 Content Validity 
From a list of adjectives already used in previous studies and synonyms highlighting symbolic 
motives based on the here proposed model (Paniccia et al., 2009; Carli & Pagano, 2008; Carli & 
Esposito, 1971; Saraceni & Carli, 1970), we selected 40 adjectives - 10 per each symbolic motive – 
which were considered potentially adequate in describing a work context. All the chosen adjectives 
were stated in a positive form in order to avoid threats to internal consistency reliability (Schriesheim, 
Eisenbach & Hill, 1991) and in consideration of the very low risk of non-attending respondents (i.e. 
not meant to be used in evaluative settings) (Barnette, 2000). The adjectives were stated  in Italian. 
The first selection process was done via expert judges evaluation. These experts were a pool of 
three psychologists with a solid background in psychodynamic and psychosocial research and 
intervention. Each adjective was given three different ratings of relevance regarding: suitability for the 
work context, word density, dimension consistency. A 4-point scale was used (from 1= not relevant, to 
4= completely relevant). Item Content Validity Index was calculated (Martuza, 1977). The researchers 
analyzed the results and kept only the items that scored over 0.75 for each criterion; the remaining 
ones were discarded. The selection process led to the identification of a list of 6 adjectives per 
dimension. 
1.3.3 Face validity 
The 24-item scale was pre-tested through a group of 20 adult workers. For each adjectives, 
respondents were asked to indicate to what extent that adjective described their work context, on a 6-
point scale (from 1= not at all to 6 = completely). 
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A qualitative interview was administered to respondents in order to examine the clarity of 
meaning of each adjective and its suitability in describing a potential work context. After collecting the 
respondents’ evaluations and feedbacks, we kept the adjectives that were deemed clear and suitable to 
describe a potential work context. 
After pre-testing, only 12 adjectives were retained (Figure 1.1). The overall score of the Work-
SMS scale accounted for a general measure of affective investment, which was composed by the four 
dimensions of achievement, affiliation, power and autonomy, represented by 3 adjectives each. 
 
Figure 1.1. List of final adjectives for each sub-scale of the Work-SMS (translated in English 
from Italian) 
 
 
1.4 Study 1 
A convenience sample of 372 participants was recruited (320 women and 52 men) among 
newly qualified Italian psychologists enrolled in a career research program. According to the common 
rule of thumb requiring a person-to-item ratio of 10:1, the sample size was considered acceptable. 
Mean age was 31.14 (SD = 5.45). The entire group of respondents fully completed the questionnaire 
after having obtained their written informed consent.  
1.4.1 Measures 
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Career Adapt-abilities Scale (CAAS): this scale is based on Savickas and Porfeli’s construct of 
career adaptability (2012) and it is composed of 24 items able to identify the personal orientation to 
career development through four dimensions, all related to career adaptability and development: 
concern, control, curiosity and confidence. This dimension is a good indicator of the propensity of the 
individual  to invest on her/his career and professional context  (Çakmak-Otluoğlu, 2012). The overall 
score is summed up and indicates the career adaptability level of respondents. The higher the score, the 
higher the career adaptability. The response scale range from 1, Very little, to 5, Very much. We used 
the Italian version validated by Soresi, Nota and Ferrari (2012) in which reliability and validity of the 
total and sub-scale scores were confirmed. In our sample the scale showed good reliability properties 
for both the overall scale (Cronbach’s alpha = .94) and for the four subscales of Concern (.86), Control 
(.85), Curiosity (.84) and Confidence (.88). 
1.4.2 Procedures 
Study 1 was used for distributional properties of the scale. Skewness and kurtosis values 
between -2 and +2 indicated an acceptable range of normal univariate distribution  (George & Mallery, 
2010).  
An exploratory factor analysis (EFA) was performed using a principal axis (PA) method with a 
direct oblimin rotation which was preferred for the data psychometric properties, as we assumed the 
factors could be correlated. Items were considered related to a factor if their loadings reached a 0.4 
threshold. Three main criteria  guided the determination of factors number (Fabrigar, Wegener, 
MacCallum, & Strahan, 1999): the Kaiser criterion of eigenvalue >1, the screeplot analysis and the 
Parallel Analysis (based on the generation of  random variables; for this study, 100 randomly 
generated data sets equal in size to the experimental data were constructed). 
Sampling adequacy was measured by performing Kaiser-Meyer-Olkin measure (KMO) 
expecting good (0.7 - 0.8) or excellent outcomes (0.8 - 0.9, Hutcheson & Sofroniou, 1999). Anti-image 
correlations of > 0.5 were considered acceptable (Field, 2013). 
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A second-order EFA was performed on the factorial scores of the previously detected factors in 
order to test a one-factor solution referring to affective investment as a second-order hierarchical 
construct. 
A measure for convergent validity was identified with the Career Adapt-abilities scale. In line 
with previous literature about the factors that promote investment on one’s professional context, it was 
expected that achievement and growth orientation (Pouyad, Vignoli, Dosnon & Lallemand, 2012; 
Kooij, De Lange, Jansen & Dikkers, 2011; Nauta, Vianen, Heijden & Willemsen, 2009) as well as 
autonomy (Ito & Brotheridge, 2005) or power (Hirschi, 2009) would positively correlate with career 
adaptability.  
1.4.3 Results 
Table 1.1 shows descriptive statistics including skewness and kurtosis indexes referring to each 
item of the scale. Results show that normality assumption was guaranteed because values as skewness 
and kurtosis between -2 and +2 are considered acceptable in proving normal univariate distribution 
(George & Mallery, 2010). No missing data were reported. 
Table 1.1. Descriptive Statistics 
Item Mean SD SE Skewness Kurtosis 
Efficient 4.43 1.24 .06 -.60 -.25 
Effective 4.46 1.25 .06 -.66 -.13 
Productive 4.25 1.30 .07 -.56 -.34 
Powerful 3.36 1.36 .07 .04 -.65 
Prestigious 3.45 1.38 .07 -.13 -.70 
Influential 3.79 1.30 .07 -.30 -.48 
Humane 5.14 1.26 .07 -1.58 1.77 
Benevolent 4.18 1.26 .06 -.56 -.06 
Kind 4.27 1.27 .07 -.55 -.32 
Autonomous  4.23 1.21 .06 -.66 .09 
Indipendent 4.08 1.32 .07 -.59 -.27 
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Self-sufficient  3.95 1.30 .07 -.46 -.36 
Note. SD = standard deviation; SE = standard error. 
An EFA was used to test the dimensionality of the scale. In the initial EFA, 1 factor with 
eigenvalue greater than 1.0 was extracted. However, both screeplot and parallel analysis (Table 2.2) 
confirmed that four factors should be retained because the eigenvalues from our actual data set 
exceeded the 95
th
 percentile of eigenvalues derived from random data sets, as shown in Figure 2.2. 
 
Table 2.2. Parallel Analysis Results 
Parallel Analysis for Factor Analysis (N = 372) 
PA Eigenvalues Averaged Over 100 replications 
Factor FA PA Dif.  
1 6.36 .33 6.03 
2 .89 .25 .64 
3 .55 .19 .36 
4 .33 .14 .19 
5 .07 .09 -.01 
6 .02 .04 -.01 
7 .02 -.01 .02 
8 -.08 -.05 -.03 
9 -.10 -.09 -.01 
10 -.13 -.13 -.00 
11 .14 -.18 .032 
12 .18 -.23 0.49 
 
Figure 2.2.  Screeplot with Parallel Analysis Indicating Four Factors to be retained 
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We initially decided to keep a 4-factor model, accounting for 79.91% of the variance, which 
was also strongly consistent with our theoretical model.  
The results of this EFA were then rotated. The KMO of .90 verified the sampling adequacy for 
the EFA. Bartlett's test of sphericity confirmed the suitability of data for factor analysis, 
χ²(66)=3186.32, p <. 001. Anti-image correlation values for individual items were all >.86 which is 
above the acceptable limit of .50. As shown in Table 1.3, overall factor loadings were satisfactory as 
well as communalities. 
 
Table 1.3.  Loading for Exploratory Factor Analysis 
 Factor 
Item 1 2 3 4 CM 
Efficient .83 .00 .01 .08 .79 
Effective .91 .02 -.06 .11 .88 
Productive .76 -.16 .05 -.11 .70 
Powerful -.08 -.94 -.05 .07 .81 
Prestigious .10 -.64 .12 -.02 .59 
Influential .21 -.60 .05 .00 .62 
Humane .11 .05 .17 .51 .47 
Benevolent .00 .01 .04 .90 .84 
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Kind .12 -.10 .02 .74 .82 
Autonomous -.00 -07 .87 -.02 .69 
Independent .03 -.07 .83 -.00 .77 
Self-sufficient .00 -.10 .57 .15 .52 
Eigenvalue 6.37 .89 .55 .33  
Variance explained 55.94 10.86 7.54 5.57  
Inter-Factor Correlation         
Factorial score 1 2 3 4  
1 - -.66 .64 .69  
2 -  - -.41 -.44  
3 - - - .57  
4 - - - -  
Note. Extraction Method: Principal Axis. Rotation Method: Oblimin with Kaiser Normalization. Factor Loadings ≥ .40 are 
in Bold. 
 
We run a second EFA on factorial scores of the previously detected factors in order to test a 
one-factor solution referring to affective investment as a second-order hierarchical construct. 
Sampling adequacy was verified by acceptable KMO (.76) while the suitability of data for 
factor analysis was confirmed by Bartlett's test of sphericity, χ²(6)=848.24, p<.001. Anti-image 
correlation values for each factorial score were all >.69. Communalities and overall factor loadings 
were satisfactory as they loaded solely on one second-order factor, explaining the 72.64% of variance 
and verifying our hypothesis that all the four dimensions contributed to a general affective investment 
factor (Table 1.4).  
 
Table 1.4. Loading for Exploratory Factor Analysis on Factorial Scores 
Factorial score Factor 1 CM  
Achievement .98 .96  
Affiliation .79 .62  
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Power .68 .46  
Autonomy .74 .55  
Eigenvalue 2.91   
Variance explained 72.64   
 
With reference to the scale reliability, Cronbach’s alpha coefficient resulted in  .93, showing 
excellent overall scale internal consistency for affective investment. Subscales reliability showed good 
levels as well, with test scores ranging from .83 for the affiliation sub-scale, .84 for autonomy sub-
scale, .84 for the power sub-scale and .91 for the achievement sub-scale. 
The use of career adaptability as a convergent measure showed consistent results with 
hypothesis 1, as career adaptability correlates with affective investment (r = .27, p<.001), and in 
particular with the achievement sub-scale (r = .29, p<.001), the autonomy sub-scale (r = .25, p<.01) 
and the also power sub-scale (r = .24, p<.01).  
 
1.5 Study 2  
Through a snowball sampling method, we promoted a web-based survey via social media 
(forums, blogs and social networks) to lead a Work-SMS validation in an adult working population. 
The guidelines for the online survey design, development and implementation were followed 
(Andrews, Nonnecke & Preece, 2003).  
A convenience sample of 260 adult working participants was recruited (157 women and 103 
men, mean age = 39.85; SD = 10.99; mean years of work experience = 14.6; SD =  11.2). The survey 
included socio-demographic, professional development and job satisfaction measures. With regard to 
job information, the sample was composed of employees (61.2%), free-lance professionals (27.7), and 
both (11.2%). About organizational position, 52.7% had a non-managerial role, 36.2 had a managerial 
role, while for the 11.2 % had multiple roles.  
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Participants were guaranteed anonymity and consented to be part of the study. Moreover, out of 
the total sample, 52 participants were randomly chosen and requested to fill out the survey again after 
one month.  
1.5.1 Measures 
Work self-efficacy scale. The work self-efficacy scale (WSES) (Pepe, Farnese, Avallone, & 
Vecchione, 2010) is a 10-item scale assessing perceptions about specific work domains with a five-
point Likert scale (from 1 – “not at all capable” to 5 – “completely capable”). It is composed of two 
subscales: relational willingness (attention to relationships with colleagues and superiors) and 
commitment (capability to achieve targets and being committed at work). Data on reliability and 
validity of both total and subscale scores are provided in the study by Pepe et al. (2010). In the present 
study Cronbach’s alpha for the two subscales was, respectively, .84 and .82 (.87 for the whole WSES). 
Career adaptability. The same tool described in sudy 1 was used for study 2 (CAAS) (Savickas 
& Porfeli, 2012). In the present study Cronbach’s alpha for the total score of career adaptability was 
.94 and .89 (Concern), .79 (Control), .84 (Curiosity) and .85 (Confidence), for the four subscales. 
Professional development indicators: professional development indicators consisting of three 
events to be happened in the previous 12 months: voluntary training, new job assignments and salary 
increase/increased revenue. The presence of one or more of these events yielded a sum score ranging 
from 0 to 3. This indicators was used to demonstrate behavioral focus and effort expenditure on 
professional effectiveness and career development (Ng & Feldman, 2014) through objective external 
indicators.  
Work satisfaction scale: this scale was created ad hoc for the purpose of this study, and aimed 
at collecting different aspects of work satisfaction through a short tool, currently not available of such 
length in the Italian context. A 6-item scale was created asking participants their satisfaction levels 
about their relationship with: work context, colleagues, direct manager or work supervisor, 
clients/recipients, business market of the organization. The response scale ranged from 1 (Not at all) to 
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6 (Completely). The scale showed acceptable reliability with a .73 Cronbach’s alpha. A principal 
component analysis showed that the first component extracted explained for 49.10% of the overall 
variance. 
1.5.2 Procedures 
In Study 2 we performed a CFA in order to test the scale latent construct.  
We analyzed different components of fit (Hu & Bentler, 1995): the χ² ratio (χ²/degrees of 
freedom [df]), the root mean square error of approximation (RMSEA), standardized root mean square 
residual (SRMR), Confirmatory Fit Index (CFI; Bentler, 1990), Tucker–Lewis Index (TLI), Akaike 
Information Criterion (AIC; Akaike, 1987), and Bayesian Information Criterion (BIC; Schwarz, 1978). 
CFA was performed both on the first-order and the second-order hierarchical solution. 
The χ² ratio values less than 3 (or in some instances 5) indicate acceptable models (Kline, 
2015). Smaller χ², AIC, and BIC values correspond to better fitting models (Schumacker & Lomax, 
2010). We followed Hu and Bentler (1999) proposal considering RMSEA values up to .05 to indicate 
good fit, between .06 and .08 an adequate fit, and >.10 a poor fit; SRMR values below .08 were 
considered indicative of a good fit, and CFI and TLI values greater than .90 were considered indicative 
of acceptable model fit.  
The final version of the Work-SMS was examined to evaluate reliability of the general and 
sub-scale scores in terms of internal consistency by using Cronbach’s alpha.   
We evaluated test-retest reliability by submitting the Work-SMS to a sample to 52 respondents 
out of 260 after 1 months from the first questionnaire completion.  
We examined whether affective investment had incremental predictive validity regarding 
professional development outcomes, beyond work self-efficacy and career adaptability, considered as 
well-established predictors of focus and investment on professional development or career. Besides, 
we evaluated if affective investment still remained a predictor of professional development, even after 
work self-efficacy and career adaptability were taken into account. This is to increase our knowledge 
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of whether and how affective investment, as a result of a more complex interaction between 
individuals and their actual work contexts, can keep a significant role regardless of further effects 
derived from more individual-related dimensions.  
An independent sample t-test was used in order to compare the means of respondents belonging 
to different groups according to two different criteria: employment type (free-lance professionals vs. 
employees) and organizational position (managerial vs. non-managerial roles). Respondents with 
multiple types of employment and organizational roles (N= 29) were excluded. As stated in hypothesis 
4, with reference to employment status and managerial position, we expected self-employed 
professionals and managerial roles to show higher scores in affective investment.  
1.5.3 Results 
The results of CFA indicated an adequate fit of the four-factor model of Work-SMS (χ² 
=106.14; df = 50; χ²/df = 2.12; CFI = .96; TLI = .95; RMSEA = .06 [90% CI: .048, .08]; SRMR = 
.050). As reported in Table 1.5, all the factor loading estimates were statistically significant at p <.001, 
ranging from .60 to .88.  
 
Table 1.5.  Factor Loading Estimates for Confirmatory Factor Analysis (Standardized Coefficients)  
Factor loadings estimates for second-order factor   
Factor Item Coeff. p. 
Affective Investment Achievement .90 <.001 
 Power .68 <.001 
 Affiliation .69 <.001 
 Autonomy .77 <.001 
Achievement Efficient .82 <.001 
 Effective .87 <.001 
 Productive .60 <.001 
Affiliation Humane .76 <.001 
 Benevolent .75 <.001 
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 Kind .88 <.001 
Power Powerful .76 <.001 
 Prestigious .71 <.001 
 Influential .77 <.001 
Autonomy Autonomous .73 <.001 
 Independent .61 <.001 
 Self-sufficient .80 <.001 
Note: Extraction Method: Maximum Likelihood.  
 
We also performed a comparison of the goodness-of-fit indexes between the second-order 
factor model (including the four first-order factors of achievement, affiliation, power, autonomy) and a 
unidimensional model, as a first EFA had highlighted only one factor with eigenvalue higher than one. 
However, according to what suggested by Schumacker and Lomax (2010), the results did not 
show a better fit of the one-factor solution because it was characterized by higher values of  χ² (458.94 
vs. 106.14) and Akaike Information Criterion (AIC) (11034.3 vs. 10689.5), lower CFI (.71 vs. .96) and 
TLI (.63 vs. .95), and worse values of SRMR (.10 vs. .050) and RMSEA (.17 vs. .06). Therefore, the 
second-order factor model was considered as more apt to fit the data well, coherently with our 
theoretical framework.  
Work-SMS reliability was evaluated in study 2 as well, with Cronbach’s alpha coefficient 
resulting in .874, showing good general scale internal consistency. Sub-scales’ reliability showed 
acceptable levels as well, with test scores ranging from .75 for autonomy sub-scale, .84 for the 
affiliation sub-scale, .79 for the power sub-scale and .81 for the achievement sub-scale. 
Test-retest reliability showed fair levels after one month from first completion, for affective 
investment (r=.70, p<.001),  achievement (r=.61, p<.001), affiliation (r=.58, p< .001), power (r=.49, 
p<.001), and autonomy (r=.73, p<.001). 
With regard to incremental validity of affective investment on professional development 
outcomes, some statistically significant results emerged. After considering other more individual-
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related variables deemed relevant for professional development, such as work self-efficacy and career 
adaptability, affective investment succeeded in explaining about 3.0% more of the professional 
development score (p <.01), conceived as an indicator of the effort expenditure towards the work 
context (Table 1.6) (Hypothesis 2a). 
 
Table 1.6. Summary of Multiple Regression Analyses for Predicting Professional Development by 
Work-SMS General Score Beyond Work Self-Efficacy and Career Adapt-Abilities Scores (Method: 
Enter)   
 Scale β SE p. 
Model 1 Career Adaptability .17 .00 .04 
 Work Self Efficacy .07 .01 .42 
 Constant .05 .37 .88 
R 
R
2
(adjusted) 
.22 
.05** 
   
Model 2 Career Adaptability .14 .00 .08 
 Work Self Efficacy .02 .01 .81 
 Affective Investment .19 .00 <.01 
 Constant -.07 .37 .84 
R 
R
2
(adjusted)
 
 
.28 
.08*** 
   
Note: * p< .05; ** p < .01; *** p < .001 
 
Affective investment still remains a good predictor of professional development outcomes even 
when adding further variables, such as work self-efficacy and career adaptability, which do not show 
significant contribution anymore  (Table 1.7) (Hypothesis 2b). 
 
Table 1.7. Summary of Multiple Regression Analyses for Predicting Professional Development by 
Work Self-Efficacy and Career Adapt-Abilities Scores Beyond Affective Investment (Method: Enter)   
 Scale β SE p. 
Model 1 Affective Investment .239 .004 <.01 
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 Constant  .181 <.01 
R 
R
2
(adjusted) 
.239 
.054*** 
   
Model 2 Affective Investment .186 .004 .004 
 Work Self Efficacy .020 .012 .808 
 Career Adaptability  .144 .005 .081 
 Constant  .367 .845 
R 
R
2
(adjusted)
 
 
.282 
.069* 
   
Note: * p< .05; ** p < .01; *** p < .001 
 
Hypothesis 3 was verified by collecting evidence of predictive validity by measuring job-
satisfaction, at the time and after one month from the scale first administration. Results confirmed that 
affective investment positively correlates with job satisfaction (r.=69, p.<.001) as well as the related 
sub-scales. Even after one month from the first scale administration, Work-SMS general score 
positively correlates with job satisfaction (r= .42, p<.01) and with the affiliation (r= .41, p<.01) and 
achievement subscales (r= .38, p<.01)  (Table 1.8).  
 
Table 1.8. Correlations Between Affective Investment scale and Affiliation, Achievement, Power, 
Autonomy subscales and Career development and Job satisfaction, currently and after one month 
(Pearson’s R) 
 
Affective 
investment 
Affiliation Achievement Power Autonomy 
Job satisfaction .69** .64** .56** .40** .52** 
Job satisfaction 
(after one month) 
.42* .41* .38* .23 .26 
Note: * p< .05; ** p < .01 (two-tailed) 
 
Chapter 1 
27 
 
Moreover, we investigated whether some environment-related variables, such as having 
different types of employment (employee vs. free-lance professionals) and  organizational role 
(managerial position vs. non managerial positions) could lead to significant differences in affective 
investment scores (Hypothesis 4). 
After excluding from the analysis the 29 respondents having multiples roles and jobs and to 
whom these two categories were not applicable  (11.2%), an independent-samples t-test was conducted 
to compare free-lance professionals and employee population, based on the affective investment scale.  
Indeed, respondents’ scores differed significantly, with higher scores for free-lance professionals  (M = 
51.26, SD = 11.11) compared to employees (M = 42.88, SD = 12.68 , t(229) = -4.83, p = .001). 
Whereas, respondents in managerial roles showed significantly higher scores (M = 50.32, SD = 11.62) 
than respondents in non-managerial roles (M = 42.18, SD = 12.54 , t(229) = -4.99, p = .001).  
  
1.6 General Discussion 
The study here presented proposes an integrative interpretation of affects and symbolic 
dimensions at work. The construct of affective investment and affective motives, already well-studied 
in previous pieces of research (Carli & Giovagnoli, 2011; Salvatore & Freda 2011; Langher et al., 
2014), were here conceived through a four-dimensional model (made of achievement, affiliation, 
power and autonomy), in order to provide further understanding of emotional, representational, 
symbolic, and motivational dynamics that link individuals to their work contexts. Within this 
framework, the goal of this piece of research was to propose a conceptualization and an operational 
measure for affective investment based on symbolic motives at work. With this aim, the Work-SMS 
was developed and evidence for its validity was collected, relying on previous research done in the 
psychodynamic and psychosocial field.  
In particular, affective investment was conceived as the endowing process of positive qualities 
ascribed to the work context which make it satisfactory and preservation worthy (Salvatore & Zuitton, 
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2011; Western, 1991; Frijda, 1988; Voronov & Vince, 2012), indicating the intensity of affect towards 
the work context. The four symbolic motives referring to achievement, affiliation, power and 
autonomy were used as fundamental components of affective investment, considering the role they 
play as psychosocial dimensions embedded within the organizational functioning (i.e. goal attainment, 
relational bonding, exercise of power, and independence). In this perspective, symbolic motives are 
considered not as individual features or drives, but as unconscious and shared symbolic dimensions 
elicited by interacting and co-constructing the same work context. Adjectives, considered as powerful 
lexical tools to describe affective, cultural, and representational aspects of a work context, were chosen 
as the verbal means of these shared symbolic dimensions.  
The Work-SMS was initially developed from a set of 40 (10 per dimension) adjectives, already 
used in previous studies and underpinning the four types of here-proposed symbolic motives (Paniccia 
et al., 2009; Carli & Pagano, 2009; Carli & Esposito, 1971; Saraceni & Carli, 1970). The final version 
of the Work-SMS is composed by a set of 12 adjectives (3 per dimension) and requires to describe 
one’s own work context through a Likert scale ranging from 1 (not at all) to 6 (completely). In detail, 
the four set of adjectives arouse emotions related to the dimensions of: achievement (goal attainment, 
success, productivity); affiliation (acceptance, reassurance, relationship orientation); power (status, 
prestige, influence); autonomy (independency, freedom from others, and self-sufficiency).  
Two studies were conducted contributing to test the construct validity by both exploratory 
(study 1) and confirmatory factor analysis (study 2) and to examine the reliability of the Work-SMS 
general score, in terms of both internal consistency (study 1 and study 2) and test-retest reliability 
(study 2). 
Results confirmed a second-order factor model, accounting for a general measure of affective 
investment, including the four dimensions of achievement, affiliation, power and autonomy. This 
model explained 79.91% of the variance showing good psychometric properties, acceptable internal 
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consistency (Cronbach’s alpha ≥ 0.80), and overall sufficient test-retest reliability estimates, after one 
month for the Work-SMS general score (r=.70).  
The Work-SMS subscales correlated with each other, highlighting how its four dimensions 
should not be considered as independent but rather inter-related and coexisting within a general 
measure of affective investment (Hartnell et al., 2011; Voronov & Vince, 2012).  In order to better 
understand the constructs at hand, study 1 collected evidence of convergent validity on a sample of 
newly-qualified psychologists enrolled in a career research program (N=372). The Work-SMS overall 
score (affective investment) correlated with career adaptability as a convergent measure, which, for a 
population of newly qualified Italian psychologists enrolled in a career research program, seemed a 
consistent measure of focus and effort expenditure towards the professional context and career. The 
results have shown that achievement, autonomy and power symbolic motives correlated with career 
adaptability, in line with previous literature (Çakmak-Otluoğlu, 2012; Hirschi, 2009; Rudolph, 
Lavigne & Zacher, 2017; Su & Dong, 2015; Tolentino et al., 2013). However, affiliation did not show 
any association to career adaptability, probably because it the Career Adapt-Abilities scale (Savickas 
& Porfeli, 2012) mostly focuses on professional attainment rather than on relational component at 
work.  
Study 2, conducted on an adult working population (N=260), also contributed to understand the 
Work-SMS overall and sub-scale dimensions. In this case, we chose to move our focus to a more adult 
population, whose affective investment may have been visible through more direct and objective 
indicators of investment on the work context (i.e. obtainment of new assignments, attendance to 
voluntary professional training, increase in one’s salary/revenue). To better understand the 
contribution of affective investment on these objective indicators, we chose to use the career 
adaptability and the work self-efficacy constructs, as widely acknowledged dimensions supporting the 
perception and the intention of the individuals to invest on their professional contexts. In this case, 
affective investment seems to be a promising measure to detect the perception of effort worthiness, 
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because it has incremental predictive validity on objective career development indicators, beyond other 
more individual dimensions related to professional development, such as work self-efficacy and career 
adaptability. Furthermore, affective investment remains significant even when adding the above 
mentioned constructs as covariates.  In a way, these results tell us that a positive work context 
symbolization can significantly determine if a person is investing effort, time and energy in it. Besides, 
such dimension can potentially provide a more complex perspective about personal and professional 
adjustment at work, which interact not just with individual and subjective perceptions but also with 
environmental, symbolic and representational factors. 
Job satisfaction was chosen as a stable and coherent context-related measure to observe the 
predictive capability of affective investment over time.  Results confirmed the Work-SMS predictive 
validity, after one-month time, with a positive association between job satisfaction and affective 
investment, and in particular with regard to the affiliation and achievement dimensions. A possible 
explanation of this result may be linked to the fact that affiliation and achievement may be considered 
as the most reliable and consistent dimensions in professional contexts and in performance attainment 
(Forsyth, 2010).   
Eventually, further validity through external indicators was collected by investigating the 
association between different types of employment and organizational positions as potential triggers of 
different work-related experiences and thus of different levels of affective investment. Indeed, 
respondents with a self-employment status (free-lance professionals) showed higher affective 
investment compared to respondents who were employees. Similarly, respondents with managerial 
positions showed higher affective investment compared to respondents with non-managerial positions. 
In line with previous literature (Thompson et al., 2012; Kónya et al., 2016) these results emphasize 
how a condition of stronger responsibility (towards self or others) at work can be associated to a 
stronger feeling of the context’s worth and value. 
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1.7 Limitations of the study 
Some limitations should be acknowledged in order to put the results into perspective.  Firstly, 
the generalizability of our findings can be called into question due to the convenience nature of the 
samples used in the two studies and to the online administration which could have generated a self-
selection bias. Besides, trans-cultural validity is limited because our samples were entirely composed 
by Italian respondents; therefore, cross-cultural validation studies should be conducted in the future. 
Another limitation refers to the potential role of further unobserved variables, which may interfere 
with the relationship among the examined constructs, such as individual-related dimensions or specific 
cultural or climate configurations of the respondents’ respective organizations. Actually, the use of 
other organizational culture measurement tools may enhance the collection of convergent evidence of 
validity. The correlational nature of the present studies does not allow the disentanglement of the 
complex patterns among the examined variables; in this regard, longitudinal research should be further 
developed to causally infer the impact of the Work-SMS dimensions. Moreover, the measures used to 
test evidence of validity were self-reported (although in some instances related to objective indicators). 
Further other-reported, behavioral or relational measures could better deepen the practical relevance of 
this piece of research in terms of actual career outcomes in the workplace on the individual, relational 
and organizational level. 
 
1.8 Implications for practice  
Aware that measuring these affective dimensions keeps being a research challenge in constant 
development (see the Organizational Development Indicators tool, Carli & Giovagnoli, 2011;  Battisti, 
Dolcetti, Nutricato, Betti & Propersi, 2016), we chose to create the Work-SMS as a short scale that can 
be used also in integration with other tools, in order to grasp wider representational aspects of the work 
context. Work-related psychosocial interventions and training could benefit from using the Work-SMS 
prior, during and after the implementation phase, in order to identify the affective dimension 
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underpinning the cognitive representations of a work context (Voronov & Vince, 2012) and monitor it 
over time. Considering affective investment and the symbolic motives that most contribute to it as the 
product of a mainly unconscious and shared process, its unveiling could allow an elaboration of 
unaware assumptions that make coexistence within a same work context more successful. This could 
also lead to the understanding of attitudes and practices which may not be immediately 
comprehensible from a rational point of view (i.e. resistances to innovation or change, ineffective 
behavior reiteration, conflict among diverging affective investment levels or symbolic motives within 
the same organization).  
Corporate climate and engagement surveys could include the Work-SMS in order to have 
access to a deeper affective representations of the organization, besides more explicit indicators such 
as job satisfaction and commitment, also thanks to the shortness of the tool. 
Organizational change management programs may thus benefit from an organizational analysis 
which focuses also on the affective investment dimensions as to identify which affective forces or 
symbolic motives are hindering or strengthening the transformational processes.  
Eventually, from a research point of view, this study can offer additional explanatory 
information about the factors that enable fundamental work-related dimensions, such as job 
satisfaction (Broeck, Vansteenkiste, Witte, Soenens & Lens, 2010), professional development or career 
adaptability (Bocciardi, Caputo, Fregonese, Langher & Sartori, 2017). However, more research is 
needed in order to explore the dynamics that make affective investment and symbolization a shared 
unconscious process and the relationship of the affective investment and symbolic motives with other 
cultural and affective dimensions at work.   
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Chapter 2 
Italian Translation of the Questionnaire for professional Training Evaluation 
(Q4TE) 
 
2.1 Introduction 
Professional training is one of the most widely used organizational tools for improving the 
employees’ capabilities to cope with existing or new challenges, develop resilience and reduce 
organizational and emotional difficulties (Langher, Caputo & Ricci, 2017). In the last decades, several 
frameworks to evaluate its impacts have been created, constantly expanding the levels and the depths 
at which training evaluation can take place (Aguinis & Kraiger, 2009; Wang & Spitzer, 2005; Wang & 
Wilcox, 2006). The Kirkpatrick’s four level model (Kirkpatrick, 1967; Kirkpatrick & Kirkpatrick, 
2016) is one of the most used frameworks to measure at which level evaluation can be led (reaction, 
learning, behavior, results). From the first appearance of this model, several other research works have 
been offering additional conceptual frameworks and tools aimed at taking into account multiple 
training and organizational levels of evaluation (Alvarez, Salas & Garofano, 2004; Holton, 2005; 
Kraiger, 2002; Phillips, 2012; Sitzmann & Weinhardt, 2017). However, at the moment, assessing the 
impacts of training keeps being a challenge for many L&D practitioners, who often find it hard to go 
beyond the simple participants’ immediate reactions at the end of a training program (Nickols, 2005; 
Pineda, 2010) because of costs, professional approach and even mindset reasons (Lewis, 1997; 
Phillips, Ray & Phillips, 2015; Swanson, 2007; Wang & Wilcox, 2006).  
A general call for valid and usable training evaluation tools has been raised by many authors 
and institutions (Aguinis & Kraiger, 2009; ASTD, 2009; Guerci & Vinante, 2010; Phillips & Phillips, 
2016). In front of this call, numerous models and instruments have been created with the purpose to 
evaluate the impact of professional training.  
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Ambitious and comprehensive evaluation approaches and methods have been designed to 
evaluate training impacts through financial quantification and ROI estimation (Phillips, 2007; Phillips 
& Phillips, 2016), storytelling and qualitative inquiry (Brinkerhoff, 2006), involved stakeholders’ 
satisfaction (Guerci & Vinante, 2011). Although such methods represent fundamental attempts to 
quantification and creation of conceptual and practical guidelines for L&D practitioners, still the use of 
inventories and scales can be very useful when it comes to guaranteeing efficiency and comparison 
among different training interventions and environments. 
Among the available quantitative tools, Holton and colleagues (Bates, Holton & Hatala, 2012; 
Holton, Bates, Seyler & Cavalho,1997; Holton, 2005) pioneered the research around a scale that could 
identify barriers and enablers of learning transfer, from a motivational, environment, training and 
ability point of view. Their research work produced a generalized learning transfer system inventory 
(LTSI), made of a set of 112 items, which encompasses several organizational, individual, and 
managerial dimensions. This scale focuses on the perceived transfer climate before and after the 
training more than on the training intervention outcome itself, and thus serves the purpose of wider 
organizational intervention and transformation analyses.  
Focusing more on the evaluation of training impacts, Ritzmann, Hagemann & Kluge (2013) 
built the TEI (Training Evaluation Inventory), which is a 45-item scale measuring subjective 
enjoyment, usefulness, difficulty, knowledge gain, and attitude towards training, as well other training 
design dimensions. This scale, albeit very complete and capable to compare different training 
interventions, has a length which makes it time-consuming and hardly embeddable in other more 
context-specific evaluation measures.  
Whereas Grohmann and Kauffield (2013) ideated and validated a concise Questionnaire for 
professional Training Evaluation (Q4TE). The scale measured short and long-term training outcomes 
(Kirkpatrick & Kirkpatrick, 2007; Wang & Wilcox 2006), with a 6 inter-correlated factor model, 
including satisfaction, perceived utility and knowledge as short term outcomes, and application to 
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practice, organizational individual results and global results as long term outcomes. The Q4TE has 
sound psychometric properties and combines shortness (12-item) and measurement of training impacts 
at different levels and terms: from reaction (global satisfaction and perceived utility) to knowledge, 
application to practice and organizational results (individual and global). 
One the main advantages of this scale is to be extremely time and cost efficient, which makes it 
eligible to be used in combination with other quantitative or qualitative measurement tools and within 
wider organizational evaluation initiatives. Indeed, it shows good applicability to different training 
contexts, regardless of the specific training contents. Moreover, its psychometric stability and 
reliability make it a useful tool for research purposes as well.  
Even though the scale has been widely used in German, English and other languages 
(Grohmann, Beller & Kauffeld, 2014; Massenberg, Schulte & Kauffeld, 2015; Lourenço, 2017; Rekik 
& Bali, 2017), no similar scale has been validated in the Italian literature to date. This is why, based on 
the previously discussed advantages, we chose to focus on the Q4TE. 
This paper aims at translating the Q4TE into Italian and at investigating its validity and 
reliability in this context for use in both organizational research and practice. 
 
2.2 Aim of the study 
Through this study we aimed at validating the Q4TE scores within the Italian context, by 
exploring the current underlying factor structure, and by examining the differential and the 
discriminant validity of the scale, as well as the role of individual and training-related factors as 
possible covariates. 
2.2.1 Underlying factor structure  
In the exploratory phase of the original scale validation (2013), Grohmann and Kauffield 
identified two factors underlying the Q4TE, which were respectively referring to short-term 
(satisfaction, perceived utility, knowledge) and long-term evaluation (application, individual 
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organizational results and global organizational results). In their confirmatory factor analyses, though, 
based on modification indices, residual variances and item wording inspection, the authors developed 
the final version of the Q4TE, which resulted in 6 subscales made of 2 items each. The authors also 
investigated other factor structures: a 2 second-order latent factor model (Short and Long term results), 
a 4-factor model (based on Kirkpatrick’s model of Reaction, Learning, Behavior, Results) and a 6 
inter-correlated factor model (Satisfaction, Utility, Knowledge, Application, Individual Organizational 
results and Global Organizational Results). However, only the 6 inter-correlated factor model led to 
better goodness-of-fit indexes.  
Thus, our first research question aims at discovering whether these results apply also to the 
Italian validation of the Q4TE scores and, if not, which model best represents the factor structure of 
the scale. 
2.2.2 Differential and discriminant validity 
In line with the tools chosen by the authors of the scale, to gain evidence for the capability of 
the questionnaire to detect actual training impacts and learning transfer, we aimed at identifying 
whether the Q4TE scores were associated with concrete learning transfer and, also, with learning 
transfer quantity.  
For this reason, our second research question concerns the differences between respondents 
who report to be successful in transferring the learning into practice and respondents who do not. We 
expect the former to show higher Q4TE scores than the latter. 
Our third research question aims at exploring the relationship between the Q4TE scores and 
transfer quantity, i.e. number of training content applied at work (Kauffeld, Bates, Holton & Müller, 
2008; Kauffeld & Lehmann-Willenbrock, 2010; Grohmann & Kauffeld, 2013).  Consistently with the 
original validation study, we expected the questionnaire to be associated with a higher number of 
training contents applied at work. 
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Moreover, our fourth research question aims at identifying the influence of other possible 
variables such as gender, age, organizational tenure, type of training (i.e. open skills, closed skills or 
both; Yelon & Ford, 1999; Blume, Ford, Baldwin & Huang, 2010), training course duration, and also 
the variety of training methodologies used during the training (i.e. frontal lectures, experiential 
exercises, group and peer discussion, simulations, virtual learning sessions). 
 
2.3 Methodology 
In order to answer these questions we carried out two studies, both with adult working populations. 
Study 1 (N=125) aimed at answering to our first research question, while study 2 (N=122) answered to our 
second, third and fourth research questions. To test construct validity, we used study 1 for exploratory 
factor analysis (EFA) in order to examine the factor structure of the scale; study 2 was then used for 
confirmatory factor analysis (CFA) to verify the factor structures found in study 1. 
 
2.4 Study 1 
2.4.1 Translation of Q4TE into Italian  
For the translation of the Q4TE into Italian we used a four-step methodology (Sousa & 
Rojjanasrirat, 2011) starting from the English translation provided the authors (Grohmann & Kauffeld, 
2013): 
• Forward translation: Three linguistics experts independently translated the original scale from 
English to Italian.  
• Reconciliation: The three experts and researchers compared the forward versions with the 
original scale and reconciled their differences.  
• Back translation: A linguistics expert with a good proficiency in both Italian and English 
translated the reconciled version from Italian back to English.  
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• Comparison: Finally, the original and back-translated versions were newly examined. The 
back-translation was compared with the original scale to determine whether any difference between 
the English and Italian versions existed in meaning and concept coherence. After the necessary 
corrections, the tool reached its final Italian language version. Through this approach, concept and 
language equivalence were guaranteed. 
 2.4.2 Content validity  
After the translation process was completed, some experts assessed the content validity of the 
Italian version. Three psychologists, experts in organizational training, were asked to evaluate the item 
content, meaning, and clarity by assessing the proposed items as inappropriate; appropriate to some 
extent-item should be revised; appropriate-minor changes required; and quite appropriate (McKenzie, 
Wood, Kotecki, Clark, and Brey, 1999). We considered the assessments appropriate-minor changes 
required and quite appropriate as acceptable, and content validity ratio (CVR) was calculated 
accordingly (Lawshe, 1975).  
2.4.3 Face validity 
To test the face validity and comprehensibility of the tool, Q4TE was pre-tested with 10 
volunteer participants who had attended a professional training in the last 2 years. These volunteers 
assessed Q4TE items for readability, comprehensibility, sentence length, clearness and clarity of 
meaning. After pre-testing, no change to the content of the Italian version was required. The final 
version is shown in Table 2.1. 
 
Table 2.1. Q4TE Items and Italian Translation 
Short or long-
term 
evaluation 
(Wang and 
Wilcox, 2006) 
Four-level 
evaluation 
(Kirkpatrick, 
1967) 
Original 
Q4TE scale 
(Grohmann 
and 
Kauffeld, 
2013) 
Item wording (Italian and English version) 
 
Short-term 
evaluation 
 
 
Satisfaction 
Ho apprezzato molto il corso di formazione 
I enjoyed the training very much 
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Reaction 
 
Conserverò un buon ricordo del corso di formazione  
I will keep the training in good memory 
 
 
Utility 
Il corso di formazione ha apportato un grande beneficio al mio lavoro  
The training is very beneficial to my work 
 
La partecipazione a questo tipo di formazione è molto utile per il mio lavoro  
Participation in this kind of training is very useful for my job 
 
 
 
Learning Knowledge 
Dopo la formazione, ho più molte conoscenze di prima rispetto ai contenuti 
del corso  
After the training, I know substantially more about the training contents 
than before 
 
Ho appreso molte cose nuove durante il corso di formazione  
I learned a lot of new things in the training 
 
 
Long-term 
evaluation 
 
Application 
Application 
to practice 
Nel mio lavoro quotidiano, utilizzo spesso la conoscenza che ho acquisito 
durante il corso di formazione  
In my everyday work, I often use the knowledge I gained in the training 
 
Riesco bene ad applicare i contenuti del corso nel mio contesto lavorativo 
quotidiano  
I successfully manage to apply the training contents in my everyday work. 
 
 
 
Results 
Individual 
organization
al results 
Dopo il corso di formazione, sono più soddisfatto del mio lavoro  
Since the training, I have been more content with my work 
 
La mia performance lavorativa è migliorata grazie all’applicazione dei 
contenuti del corso  
My job performance has improved through the application of the training 
contents 
 
 
Global 
organization
al results 
In generale, mi sembra che l'applicazione dei contenuti del corso abbia 
facilitato il  lavoro nella mia organizzazione  
Overall, it seems to me that the application of the training contents has 
facilitated the work flow in my company 
 
In generale, mi sembra che il clima organizzativo sia migliorato grazie al 
corso di formazione  
Overall, it seems to me that the organizational climate has improved due to 
the training 
 
 
2.4.4 Participants 
A convenience sample of 125 participants was recruited (75 women and 50 men) whose mean 
age was 38.03 (SD = 9.01). We considered only participants who had attended a professional training 
course that dated back between 4 weeks and 2 years, in order to allow knowledge to be turned into 
practice and still keep good learning content retention (Grohmann & Kauffeld, 2013; Linton, 1982). 
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We partnered with an Italian training provider in order to collect a wide sample in a short time. A web-
based survey was promoted at least 4 weeks after each training course had finished. The survey was 
conducted according to the online survey design, development and implementation guidelines 
suggested by Andrews, Nonnecke, & Preece (2003) and was chosen because of its easiness of 
administration to geographically disperse respondents across the national territory (Evans & Mathur, 
2005). The sample included employees from several industries (i.e. energy, pharmaceutical, 
telecommunication, transports, finance) mainly referring to private sector. For the present study 100% 
of the respondents filled in the complete questionnaire without missing data and after giving their 
informed consent. The sample size was considered as acceptable based on the common rule of thumb 
of 10:1 person-to-item ratio. 
2.4.5 Measures  
Questionnaire for Professional Training Evaluation (Q4TE; Grohmann & Kauffeld, 2013) is 
12-item questionnaire, measured on a 11-point Likert-type scale, with alternatives ranging from 0 
(“completely disagree”) to 10 (“completely agree”). The questionnaire consists of 12 items referring to 
the six sub-scales of satisfaction, utility, knowledge, application to practice, individual organizational 
results and global organizational results. Each sub-scale is composed of 2 items, which keeps the 
measure time-efficient and psychometrically valid (i.e. Rammstedt, 2007; Rammstedt & John, 2007).  
2.4.6 Data Analyses 
We inspected the distributional properties of the scale to check the normality of the total scores. 
Skewness and kurtosis values between 2 and +2 were assumed to indicate an acceptable range to 
prove normal univariate distribution  (George & Mallery, 2010).  
EFA with maximum likelihood (ML) was performed to extract underlying common variance 
among items. Each item was included in a specific factor if there was a minimal factor loading of 0.4; 
while, to determine how many factors should be retained, we used the Kaiser criterion including factors 
with an eigenvalue >1, screeplot analysis, and Horn’s parallel analysis. 
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To assess the sampling adequacy, Kaiser-Meyer-Olkin (KMO) was calculated with values 
ranging from 0.7 – 0.8 (Hutcheson & Sofroniou, 1999) indicating that the sampling is adequate. Anti-
image correlations of > 0.5 were deemed as acceptable (Field, 2013). 
2.4.7 Results 
The KMO of 0.93 verified the sampling adequacy for the EFA.  
Anti-image correlation values for individual items were all >0.80, which is well above the 
acceptable limit of 0.50.  
As shown in Table 2, overall factor loadings were satisfactory (from -.56 to .97) while 
communalities ranged from .69 to .83.  
An EFA was used to test the dimensionality of the Q4TE. In the initial EFA (ML), two 
factors with eigenvalue greater than 1.0 were extracted which accounted for 79.42% of the 
variance of the original items (Table 2.2).  
 
Table 2.2. Item Factor Loading After EFA (Factor Loadings Refer to the Italian Version) 
Item 
Factor 
1 2 
I enjoyed the training very much -,115 -.965 
I will keep the training in good memory -,079 -.964 
The training is very beneficial to my work ,182 -.771 
Participation in this kind of training is very useful for my job ,272 -.660 
After the training, I know substantially more about the training contents than before ,328 -.571 
I learned a lot of new things in the training ,338 -.564 
In my everyday work, I often use the knowledge I gained in the training .665 -.278 
I successfully manage to apply the training contents in my everyday work .597 -.296 
Since the training, I have been more content with my work .656 -.253 
My job performance has improved through the application of the training contents .836 -.075 
Overall, it seems to me that the application of the training contents has facilitated the 
work flow in my company 
.971 .097 
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Horn’s parallel analysis suggested that only one factor should be retained (adjusted 
eigenvalue = 7.88), while screeplot analysis indicated three underlying factors. This contradictory 
results led us to test different competing models through confirmatory factor analysis in Study 2.  
 
2.5 Study 2 
2.5.1 Participants 
A convenience sample of 122 participants was collected through an online survey respecting 
the same criteria used in Study 1. The 63.9% of the sample was composed by women while 36.1% by 
men, mean age of 37.7 years old (SD=11.25) and average tenure of 6.7 years (SD=8.00). 
The 100% of the respondents completed questionnaire and gave their informed consent. The 
sample size was considered acceptable as ensuring the person-to-item ratio of 10:1. 
2.5.2 Measures 
Consistently with the original validation study (Grohmann & Kauffeld, 2013), transfer to 
practice was measured with the item ‘Have you been able to transfer training contents to practice?’, 
which had to be rated with a positive (yes) or negative (no) answer (adapted from Kauffeld et al., 
2008; Kauffeld, Brennecke & Strack, 2009). 
Similarly, we measured transfer quantity through an item concerning the number of training 
contents/skills transferred to practice (Kauffeld et al., 2008; Kauffeld & Lehmann-Willenbrock, 2010). 
Participants were actually asked to write down up to 10 training contents they had been able to apply 
in their everyday practice (Grohmann & Kauffeld, 2013).  
2.5.3 Data Analysis 
In order to test the structure of the scale extracted from EFA but also to examine the different 
competing models, including those already considered in the original validation study, we run a CFA 
Overall, it seems to me that the organizational climate has improved due to the training .896 .095 
Note: Extraction Method: Maximum Likelihood. Rotation Method: Oblimin with Kaiser Normalization. 
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with ML estimation. Given the small size of our sample, different components of fit were evaluated 
(Hu & Bentler, 1995) considering multiple measures to highlight different aspects of fit (Tanaka, 
1993). The 2 ratio (2/degrees of freedom [df]) was used to evaluate stand-alone models. This index 
tends to be less sensitive to sample size, and values less than 3 are taken to indicate acceptable models 
(Kline, 2010). We also used the Root Mean Square Error of Approximation (RMSEA) and the 
Standardized Root Mean Square Residual (SRMR) as well as Confirmatory Fit Index (CFI; Bentler, 
1990), Tucker–Lewis Index (TLI), and Akaike Information Criterion (AIC; Akaike, 1987) 
(Schumacker and Lomax, 2010). As Hair, Black, Babin and Anderson indicated (2010), no definitive 
rule can determine a good model of fit; therefore, a variety of indices observation is suggested 
especially in small samples.  
Generally, smaller 2/degrees of freedom values correspond to better fitting models and are 
less sensitive to sample size. Values of RMSEA and SRMR up to .08 are generally considered as 
indicating adequate fit, whereas CFI and TLI values greater than .95 are usually acceptable (Hu & 
Bentler, 1999). 
The reliability of Italian version of the Q4TE was examined by using Spearman-Brown 
coefficient (split half) for the 2-item subscales, as suggested by Eisinga et al. (2013). 
To test the discriminant validity of the scales, a mean comparison was performed between 
respondents who were able to transfer the learning into practice against respondents who were not. In 
addition, we investigated the relationship between the Q4TE scales and transfer quantity through 
bivariate correlation.  
Bivariate correlation was also used to investigate the relationship of Q4TE scales with gender, 
age, organizational tenure, type of training (closed, open skills or both), number of training 
methodologies used during the training (ranging from 1 to 5 methodologies to be chosen from: frontal 
lectures, experiential exercises, group and peer discussion, simulations, virtual learning sessions), 
training duration and time lag between training and survey.  
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2.5.4 Results 
In the light of the contradictory results emerging from EFA in study 1, we wanted to test 
different models, which had already been tested in the original validation study and which could result 
in a more consistent factorial structure.  
We first tested a 2 inter-correlated factor model solution, in line with our EFA results and with 
Wang & Wilcox model (2006). We then tested a 1-factor model, encompassing all the items in one 
sole dimension of learning transfer, as suggested by the results of Horn’s parallel analysis. The three-
factor solution suggested by our scree plot analysis was not performed as not in line with any 
theoretical model.  
Goodness of fitness indices for the first two models, though, did not result in satisfactory 
indices. Therefore, we examined the models that had already been tested in the original scale 
validation: a 2 latent second-order inter-correlated factors model, a 4 latent inter-correlated factors 
model following Kirkpatrick’s four levels model, and a 6 latent first-order factors model (Grohmann & 
Kauffeld, 2013).  
Among all the tested models, only the last one (model 5) showed the best indices of fit, 
consistently with the original validation study. Actually, it had good 2 ratio (≤3) and SRMR values 
(.03). CFI and TLI were satisfactory as well ( ≥.95). RMSEA was the only indicator that showed 
slightly higher values than expected (.12), albeit well below the RMSEA values of the other models 
(Table 2.3).  
This final model was thus chosen for the Italian validation of the Q4TE, which is composed of 
six latent, inter-correlated factors referring to satisfaction, utility, knowledge, application to practice, 
individual organizational results and global organizational results.  
High inter-correlations were found between all Q4TE scales, ranging from 0.60 (between 
satisfaction and global organizational results) and 0.93 (between individual organizational results and 
global organizational results). 
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Table 2.3. CFA Results with Goodness of Fit Indices Comparison in Study 2  
Note: SAT = satisfaction, UT = utility, KNOW = knowledge, APP = application to practice, I-OR = individual 
organizational results, G-OR = global organizational results. 
 
Reliability analyses, performed through the Spearman-Brown coefficient using the split half 
method, showed high internal consistency ranging from .93 (UT, APP and G-OR scales) to .97 (SAT 
and I-OR scale) (Table 4). 
Model χ² d.f. χ²/d.f. RMSEA SRMR CFI TLI 
1) 2 inter-correlated factor model 
(resulting from EFA in Study 1):  
Short term evaluation with 6 items 
Long term evaluation with 6 items 
 
350.60 53 6.61 .21  .06 .86 .83 
2) 1-factor model (resulting from Monte 
Carlo analysis in Study1): 
12 inter-correlated items 
 
714.33 54 13.23 .39 .12 .70 .63 
3) 2 latent second-order inter-correlated 
factors and 6 first-order factors (as 
tested in original validation): 
Short term evaluation: SAT with 2 
items, UT with 2 items, KNOW with 
2 items 
Long term evaluation: APP with 
2items, G-IO with 2 items, G-OR with 
2 items 
 
672.99 52 13.00 .31 .09 .72 
.64 
 
4) 4 latent inter-correlated factors 
following Kirkpatrick’s (1967) four-
level model (as tested in original 
validation):  
Reaction with 4 items 
Utility with 2 items 
Behavior with 2 items 
Results with 4 items 
 
256.91 48 5.35 .19 .08 .90 .81 
5) 6 latent first-order factors (as resulting 
from original validation):  
SAT with 2 items 
UT with 2 items 
KNOW with 2 items 
APP with 2items 
I-OR with 2 items  
G-OR with 2 items 
107.46 39 2.75 .12 .03 .97 .95 
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Table 2.4.  Q4TE Scales Inter-correlations (Pearson’s R) and Reliability (Spearman-Brown coefficient 
- split half) 
Scales SAT UT KNOW APP I-OR G-OR 
SAT (.97)      
UT .798** (.93)     
KNOW .806** .832** (.94)    
APP .648** .839** .713** (.93)   
I-OR .615** .752** .628** .877** (.97)  
G-OR .602** .735** .618** .856** .933** (.93) 
Note: Internal consistency values calculated with Spearman-Brown coefficient are shown diagonally (in parentheses). SAT 
= satisfaction, UT = utility, KNOW = knowledge, APP = application to practice, I-OR = individual organizational results, 
G-OR = global organizational results 
* p< .05; ** p < .01 (two-tailed) 
 
Evidence of discriminant validity was assured by a significantly higher scores in all the six 
scales for respondents who said they had been able to transfer the learning into practice against 
respondents who were not, with p ranging from <.05 in the knowledge scale (mean=14.30, SD=4.81 
vs. mean=11.87, SD=4.88, t(121) = 2.17, p <.05), to p <.001 in the individual organizational results 
and global organizational results scales (I-OR mean=11.90, SD=5.37 vs. mean=7.48, SD=4.50, t(121) 
= 3.60, p = .001;  G-OR mean=11.23, SD=5.12 vs. mean=7.36, SD=4.63, t(121) = 3.26, p = .001).  
The relationship with transfer quantity was investigated with Pearson’s correlation coefficient. 
Even if to a modest extent, transfer quantity was positively correlated  respectively with the 
knowledge, application to practice, individual organizational results and global organizational results 
scales (Table 2.5). 
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Table 2.5. Correlations Between Transfer Quantity and Satisfaction, Utility, Knowledge, Application 
to Practice, Individual Organizational Results and Global Organizational Results (Pearson’s R) 
 SAT UTI KNOW APP I-OR G-OR 
Transfer Quantity .161 .177 .209* .223* .263** .227* 
Note: * p< .05; ** p < .01 (two-tailed). 
SAT = satisfaction, UT = utility, KNOW = knowledge, APP = application to practice, I-OR = individual organizational 
results, G-OR = global organizational results 
 
Potential differences between groups of respondents were investigated through bivariate 
correlations as well. Gender, age, organizational tenure, training duration, time lag between training 
and survey, number of training methodologies used during the training, and type of training (open, 
closed or both) were taken into account. No significant relationship was found between the Q4TE 
scores and gender, training duration, time lag between training and survey, and number of training 
methodologies used during the training.  
However, some statistically significant, albeit low,  relationships were found between Q4TE 
scales and age and tenure. In particular, satisfaction, knowledge and application scales showed 
negative correlations with both age and organizational tenure.  
Type of training also resulted in a positive statistically significant relationship, with open skills 
correlated with satisfaction and utility scales (Table 2.6). 
 
Table 2.6.  Q4TE Scales Correlations With Gender, Age, Organizational Tenure, Training 
Methodologies and Type of Training (Pearson’s R)  
Scales SAT UT KNOW APP I-OR G-OR 
Gender a .009 -.038 -.074 .045 .111 .054 
Age -.201* -.147 -.269** -.198* -.169 -.114 
Organizational tenure -.262** -.139 -.255** -.193* -.157 -.105 
N of training 
methodologies 
.132 .096 .070 .035 .040 -.003 
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Type of training b .303** .166* .069 .095 .134 .127 
a Gender: 1 = female, 2 = male  
b 1 = closed skills, 2 = both (open and closed skills) and 3 = open skills. Kendall‘s t correlations were used as type of 
training content is an ordinal variable. 
* p< .05; ** p < .01 (two-tailed) 
 
 
2.6 General Discussion 
In the present paper, we illustrated the psychometric properties of the Italian version of the 
Questionnaire for Professional Training (Q4TE), originally validated by Grohmann and Kauffeld in 
2013.  
As a short measurement tool, in line with the original authors, we can say that Q4TE provides 
several advantages: it encompasses both short-term and long-term training outcomes (Wang and 
Wilcox, 2006) as well as more specific evaluation levels (Kirkpatrick & Kirkpatrick, 2007), it is 
extremely time efficient, it is applicable to a wide variety of training contexts and aims - either 
referring to closed or open skill development - and it shows sound psychometric properties. 
In translating the Italian version of the tool, we tried to maintain the same advantages listed 
above, with the aim to respond to the demand for valid and reliable evaluation instruments, which is 
constantly growing also among Italian L&D experts and practitioners. 
We led two studies to explore the consistency and psychometric solidity of the Italian form of 
the questionnaire as well as to explore its potential links to other individual and training-related 
variables. 
In line with the findings by Grohmann and Kauffeld (2013), in study 1 we run an EFA which 
led to a two-factor solution accounting for short and long term learning outcomes, which was 
consistent with Wang and Wilcox conceptual model (2006). Nevertheless, a further factor exploration 
highlighted the potential presence of only one general factor. This led us to examine different factorial 
structure models in study 2. 
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Indeed, in study 2 we performed a five models comparison, which included: a 2 inter-correlated 
factor model (resulting from EFA in Study 1), a 1-factor model (resulting from Horn’s parallel analysis 
in Study1), a 2 latent second-order inter-correlated factors and 6 first-order factors model (as tested in 
original validation), a 4 latent inter-correlated factors model following Kirkpatrick’s (1967) four-level 
model (as tested in original validation), and eventually a 6 latent first-order factors model (as resulting 
from original validation). 
As occurred in the international validation of the Q4TE, although at a first stage a two factor 
solutions seemed to provide a coherent framework, our CFA found the best model fit in the 6 inter-
correlated first-order factors model, respectively composed of satisfaction, utility, knowledge, 
application to practice, individual organizational results and global organizational results scales, 
represented by 2 items each (research question 1). Such a differentiation of dimensions allows to grasp 
specific training outcomes at various levels. However, in agreement with Grohmann and Kauffeld 
(2013), we deem that, if needed, a conceptual aggregation of the 6 dimensions within short and long 
term outcomes could be useful and coherent with the identified model. 
By furtherly exploring study 2 results, we analyzed the capability of the questionnaire to be 
associated to other measures of learning transfer. In particular, we found that respondents who reported 
to be able to transfer the learning into their everyday work had significantly higher scores in all the 
Q4TE scales than respondents who were not able to do it (research question 2). Moreover, we found a 
significant and positive relationship between the quantity of training contents applied back at work and 
some of the Q4TE scales, namely the knowledge, application to practice, individual organizational 
results and global organizational results scales (research question 3). These results are also consistent 
with what already found by Grohmann and Kauffeld (2013) who discovered that Q4TE successfully 
differentiated between respondents who could transfer learning from those who could not, and that 
only application to practice had a positive relationship with transfer quantity. In both cases, it appears 
that Q4TE scales can successfully discriminate between simple reactions or perception of usefulness 
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and concrete implementation of new learning and behaviors acquired during the training. This 
behavioral outcome, more than reactions, is particularly important as it is what, ultimately, makes 
training effective (Aguinis & Kraiger, 2009; Bell, Tannenbaum, Ford, Noe & Kraiger, 2017). 
Reliability of the Q4TE, albeit calculated on 2-item scales, proved to be high and in line with 
the original validation. In this regard, we chose to use the split-half method (Eisinga et al., 2013), as it 
provided further solidity to the measurement of the scales internal consistency. 
Eventually, we also investigated if the Q4TE scores could be associated to other individual or 
training-related variables (research question 4). Age and organizational tenure showed a significant 
inverse relationship with Q4TE scores, highlighting how learning transfer can be stronger in a younger 
and more junior population. This results, albeit just hinted, seems to suggest that training can represent 
a useful development opportunity, which can be exploited at the most when expertise and seniority are 
less present but motivation to transfer is higher (Massenberg, Schulte & Kauffeld, 2017). 
Training type can also play a role in learning transfer, as interventions aimed at open skills 
development seems to lead to higher learning transfer. In line with previous pieces of research, this 
may be due to the possibility – in open skills – to have a wider variety of contexts to transfer learning 
(Baldwin, Ford, Blume, 2009; Blume et al., 2010). 
 
2.7 Limitations of the study 
Among the several limitations of this study, we should list limits which are intrinsic to the 
Q4TE itself and limits which are more specifically related to our study. With regard to the first type of 
limit, as also Grohmann and Kauffeld highlighted (2013), the current study relied completely on 
computer-based, cross-sectional, retrospective samples. The simultaneous administration of measures 
referring to different training evaluation levels (Kirkpatrick & Kirkpatrick, 2007) can actually lead to 
different outcomes, as  highlighted in other  previous meta-analyses (see Alliger, Tannenbaum, 
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Bennet, Traver & Shotland,1997). This limitation needs to be addressed with further research aiming 
at measuring the different outcomes and levels at different times.  
Secondly, the Q4TE is a self-report scale, which can lead to several response bias (i.e. 
Podsakoff, MacKenzie & Podsakoff, 2012). This is particularly true when assessing outcomes 
referring to behavior (application to practice) and organizational results (individual or global). This 
limit could definitely be overcome with the use of more objective measurement methods, such as 
performance indicators, success cases collection and return on investment estimates (i.e. Brinkerhoff, 
2006; Kirkpatrick & Kirkpatrick, 2016; Phillips, 2007).  
Nonetheless, this scale is capable to provide a time and cost efficient measure of outcomes 
which would be more expensive to identify through other methods.  
Finally, the Q4TE six scales are made of 2 items only. Although some researches do not 
suggest this type of scale construction (Credé, Harms, Niehorster & Gaye-Valentine, 2012; Edinga et 
al., 2013; Hinkin, 1998; Loo, 2002), such a short measure can evidently provide a time-saving, 
practical tool that can be easily used to monitor the learning outcomes of large-scale or low-budget 
training initiatives, which cannot benefit from big investments on evaluation.  
About our specific study, we should acknowledge some further limitations. The first one is 
related to the sample size, which is small and cannot represent at best the variety of training recipients 
to whom the Q4TE could be addressed. Further research with a wider sample could be very 
advantageous, both for the representativeness of the study and for the psychometric properties of the 
scale itself.  
With reference to this, a second limit needs to be addressed. Although the six-factor model in 
our confirmatory factor analysis was in line with the results of the Q4TE original validation and did 
show the best fit indices compared to the other competing models, we are aware that RMSEA may not 
be satisfactory from a purely statistical point of view, because values >.1 are generally deemed as 
indicating poor fit. Although goodness of fit indices cannot be represented by fixed values defined 
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once for all (Hair, Black, Babin & Anderson, 2010) and, in particular, an absolute value for RMSEA is 
quite debated in the literature (Cangur & Ercan, 2015; Chen, Curran, Bollen, Kirby & Paxton, 2008; 
Rigdon, 1996), we strongly invite other researchers to furtherly test the Italian version of the Q4TE by 
enlarging the sample and checking the factorial structure found in this study, in order to strengthen the 
soundness of the Italian version of the tool. 
Another limit that we would like to underline is the lack of additional concurrent measures, 
more related to contextual factors (and not just individual ones), which could shed light on the 
complex interaction existing between a training intervention, its recipients, its designers, the work 
context hosting it and the relational, cultural or even symbolic dimensions (Langher, Brancadoro, 
D’Angeli & Caputo, 2015; Caputo & Langher, 2015) which enable its effectiveness within an 
organization or institution. 
Further research could include the observation of other variables related to individual, training-
related and organizational dimensions (Baldwin & Ford, 1988; Bocciardi, Caputo, Fregonese, Langher 
& Sartori, 2017; Diamantidis & Chatzoglou, 2014; Holton, 2005; Kontoghiorghes, 2004) which may 
reduce, enhance or interact with training outcomes and potentially also with Q4TE scores. With 
reference to this, also in response to the different limitations already identified, further studies could 
benefit from longitudinal designs, which can conceptualize the training and its evaluation as a 
multifactorial process influenced also by time and by what precedes and follows the classroom 
sessions (Argentin, Pennisi, Didoni, Abbiati & Caputo, 2014).  
 
2.8 Implications for practice 
In agreement with the Q4TE authors, we propose this tool as a very agile measurement capable 
to collect comparable results of several training interventions and settings, relying on a very well-
known model which is widely used in training and L&D practice (Kirkpatrick & Kirkpatrick, 2007; 
Wang & Wilcox, 2006).  
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Being the Q4TE usable for different types of training in different kinds of sectors and 
industries, it is evident its applicability and capability to provide a benchmark for diverse sorts or 
stages of training interventions. In addition, differently from English speaking countries, in Italy we do 
not have access to many other valid learning transfer measurement tools. Therefore the Italian version 
of the scale represents an important first step in this direction. 
Eventually, the short nature of the tool can definitely allow the combination with other 
quantitative (Phillips & Phillips, 2012) and qualitative measures (Guerci & Vinante, 2011), aiming at 
both practice or research goals. 
In a challenging market in which L&D investments become more and more limited and 
accurate, having a low cost but yet valid and fast evaluation measure for professional training can 
represent a great opportunity to spread a culture of intervention assessment and improvement. In such 
a context, the Italian version of the Q4TE is valuable and usable tool, capable to fill the current 
vacuum of evaluation instruments and practices among several L&D practitioners and experts. 
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Chapter 3 
The influence of Affective Investment, Clinical Process Consultation and 
Participants’ Expectations on Learning Outcomes: a longitudinal study on 
interpersonal skills training 
 
3.1 Introduction 
In the last decades, in a world featured by growing and disruptive transformations and changes, 
inter-personal skills training has been considered an especially salient tool for developing people's 
skills and organizational coexistence systems (i.e. Carli & Paniccia, 1999; Robles, 2012). The factors 
and the conditions which make this kind of training effective have been studied and often challenged 
for the peculiarity and the complexity of the processes that interpersonal skills development involve, 
before, during and after the training itself (Argyris, 1991; Bedwell, Fiore, & Salas, 2014; Georges, 
1996; Laker & Powell, 2011). Organizations conceived as cultural systems, suggest that unconscious 
representations and assumptions (Schein, 2010) are intertwined with explicit demands and decisions, 
particularly when it comes to dealing with change, growth, development and thus learning and training 
(Argyris & Schön, 1997). In this work, we focus on some of these dimensions, within the historical 
tripartite division of individual, organizational and training-related predictors (De Rijdt, Stes, Van der 
Vleuten, & Dochy, 2013; Baldwin & Ford, 1988), which may influence the outcomes of interpersonal 
skills training. A literature review of the most consolidated factors and the ones that still need attention 
is made in order to highlight why the exploration of more symbolic and affective dimensions can be 
beneficial for the understanding of learning transfer in interpersonal skills training. 
3.1.1 Literature Review 
Individual factors. Among the first dimensions to be observed, individual factors have been 
deeply studied and acknowledged as relevant predictors of learning transfer. Self-efficacy, motivation 
to learn, cognitive ability, goal orientation, and even some personality traits have been listed amid 
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these factors (Chia & Khoo, 2010; Dan & Amanuel, 2005; Laine & Gegenfurtner, 2013; Liebermann 
& Hoffmann, 2008; Salas, Tannenbaum, Kraiger, & Smith-Jentsch, 2012; Sitzmann & Weinhardt, 
2017). Also trainees’ expectations have been partially explored (Noe, 1986; Tannenbaum & Yukl, 
1992; Baldwin & Ford, 1988). In some recent contributions, the influence of trainees’ expectations 
related to career, personal, job-related perceived benefits (Bulut & Culha, 2010), practical relevance of 
the training (Bates, 1997; Liebermann & Hoffmann, 2008), and outcome expectancies (Scaduto, 
Lindsay, & Chiaburu, 2008) have been studied in their influence on learning transfer. These studies 
observed the impact of trainees’ expectations through quantitative tools and without focusing on the 
type of training at hand. However, in agreement with Laker and Powell (Laker & Powell, 2011), we 
state that interpersonal skills training can generate very different expectations, if compared to technical 
skills interventions, as it aims at more open and ambiguous outcomes which may also generate more 
variegated experience anticipations. Such expectations can mirror culturally influenced attitudes and 
symbolizations activated by imagining the training within a specific work context (Langher, 
Brancadoro, D'angeli, & Caputo, 2014). This is why an exploration of the influence of this dimension 
on learning outcomes could be relevant through the analysis of open-ended responses, which is 
something that - to our knowledge – has never been done before. This last dimension, in particular, is 
interesting to observe as pragmatically relevant and easily accessible by training program managers 
and practitioners. 
Organizational factors. The environmental factors that can influence learning outcomes are 
numerous and have gained increasing attention over the years (i.e. Bell, Tannenbaum, Ford, Noe, & 
Kraiger, 2017). Among several organizational dimensions, strong relationships have been found 
between training transfer and transfer climate (Blume, Ford, Baldwin, & Huang, 2010; Egan, Yang, & 
Bartlett, 2004; Kodwani, 2017; Lim, 2006; Lim & Morris, 2006; Peters et al., 2014), social support 
(Alvelos, Ferreira, & Bates, 2015; Howardson, 2015; Massenberg, Spurk, & Kauffeld, 2015), job 
satisfaction (Egan et al., 2004; Raquel & António, 2007; Rahim Zumrah, 2013), or organizational 
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affective commitment (Bulut & Culha, 2010; Chiaburu, Van Dam, & Hutchins, 2010). The role of 
more representational aspects like training reputation  (Howardson, 2015) cultural dimensions (Simosi, 
2012; Egan, 2008), attitudes towards the organization have also been explored (Sungjun, Huh-Jung, & 
Jinkyu, 2015). Such representational aspects, though, have often been grasped through rational-
declarative constructs (i.e. attitudes, commitment, cultural habits, etc.), measuring the employees’ 
perceptions of the organization through a rational process. In addition, although the role of affects in 
training transfer has been underlined (Aguinis & Kraiger, 2009), works on how affects influence 
training remain rare (Howardson, 2015), and especially the ones which do that by focusing not just on 
individual affectivity (Daniels, Boocock, Glover, Hartley, & Holland, 2009; Howardson & Behrend, 
2016; Machin & Fogarty, 2004) but on more shared emotional and symbolic dimensions embedded in 
the organization. 
In this study, we use the affective investment and affective symbolization constructs (Carli & 
Paniccia, 1999, 2004; Fornari, 1979; Salvatore et al., 2003; Voronov & Vince, 2012) to obtain 
additional inputs about the role of shared and mainly unconscious emotional dynamics within the 
training transfer process, beyond individual positive/negative affectivity at work.  
Training-related factors. Among training-related factors, delivery methods have been widely 
explored as key predictors of learning outcomes and training transfer (i.e. Noe, Clarke & Klein, 2014). 
Instead, the steps of consulting processes preceding every intervention have been given less 
consideration (Baldwin, Ford, & Blume, 2009; Bennett & Arthur, 2001; Tannenbaum & Yukl, 1992). 
Among these, needs analysis has been raised as an area of attention in training evaluation (Arthur, 
Bennett, Edens, & Bell, 2003; Latham, 1988; Salas et al., 2012; Sørensen, 2017; Tannenbaum & Yukl, 
1992). Salas and Cannon-Bowers (2001) differentiate training needs analysis between organizational 
analysis and job/task analysis. In our view, while the latter is fundamental in identifying specific 
“closed skills” to be enhanced in the light of a gap (Yelon & Ford, 1999), interpersonal skills 
development, conceived as organizational development intervention, may greatly benefit from using a 
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process consultation approach (Cummings & Worley, 2009; Lambrechts, Grieten, Bouwen, & 
Corthouts, 2009). As organizational development is the outcome of  context-dependent explicit and 
implicit meanings and change anticipations, this approach  is useful to grasp the local significance of 
development needs. To better frame the consultancy methodology analyzed in this study, we refer to 
cultural analyses and process consultation models (Carli & Paniccia, 1999, 1986, 2003; Petitta & 
Ghezzi, 2012; Schein, 1999). Within these perspectives, the phase that precedes training is a crucial 
moment: here a consultant can go beyond job/task need analysis, and adopt a “clinical approach” to 
inquire into the client’s demands (Carli & Paniccia, 1999, 2003; Carli & Giovagnoli, 2011; Cooke, 
1997; Schein, 1995). Such an approach, by focusing on the client’s problem and stimulating a 
reflective attitude throughout the consultancy process (Argyris & Schön, 1997; Schon, 1983), uses the 
demand of training as an observation, reflection and learning opportunity for the client and the 
organizational context involved. Although widely appreciated in practice, studies analyzing the impact 
of this kind of approaches are very rare (Coget, 2009; Cummings & Worley, 2009).  
In addition, in a quest for the identification of the enabling conditions of learning transfer 
(Aguinis & Kraiger, 2009), we also observed the role of target population (i.e. organizational roles 
involved in training) as a moderation variable for learning long-term outcomes (Baldwin et al., 2009).  
3.1.2 Learning levels and training transfer 
Learning levels have been widely studied and different methodological approaches and tools 
have been used in order to understand the different levels at which learning can happen and can be 
measured. In the practitioners’ community, the Kirkpatrick’s model is one of the most used and 
popular (Kirkpatrick, 1967; Kirkpatrick & Kirkpatrick, 2016). The model considers four levels at 
which one can measure training impacts: reaction (satisfaction and affective responses towards the 
training), learning (increase in knowledge or attitudes); behaviour (change in conduct), and results 
(outcomes on individual or organizational performances).  In order to determine the actual training 
benefits, it is key to evaluate not only short-term outcomes (i.e. reactions towards the training), but 
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also participants’ long-term outcomes, namely training transfer (i.e. application to practice; Wang & 
Wilcox, 2006). Several authors have integrated or built upon Kirkpatrick’s model, challenging, 
restructuring or validating it (Bates, 2004; Burke & Hutchins, 2008;  Grohmann & Kauffeld, 2013; 
Holton, 2005; Pineda, 2010; Ritzmann, Hagemann, & Kluge, 2014; Wang & Wilcox, 2006).  
Even being aware of the criticism addressed to this model, for this study, we aimed at finding a 
tool that could measure learning at different levels (from reaction to transfer), which could be 
applicable to interpersonal skills development, while being agile and usable among different trainees’ 
groups and interventions. To account for such practical demands, we have warily chosen to focus on a 
limited number of evaluation aspects (Grossman & Salas, 2011). Within this rationale, the 
Questionnaire for Professional Training Evaluation (Grohmann & Kauffeld, 2013) was considered 
suitable for this aim, as it measured  learning at different levels (from satisfaction to organizational 
results), summarized in short and long-term outcomes (Wang & Wilcox, 2006). Therefore, for the 
purpose of this study, we led its validation in the Italian context (see Chapter 2). 
3.1.3 Interpersonal skills development: a peculiar type of training with many respects 
Although the goal and the content of training is a crucial factor for its effectiveness, training-
related variables have been partially neglected (Blume et al., 2010). Indeed, training in general has 
often been associated to several benefits for the individuals and the organizations, in spite of the type 
of training led (Aguinis & Kraiger, 2009; Owens, 2006; Tharenou, Saks, & Moore, 2007). While 
research on generically closed and open skills have shown the latter to lead to higher training transfer 
(Arthur et al., 2003; Blume et al., 2010), research on interpersonal skills training has been lacking, also 
because such skills, due to their peculiarly open nature, risk to be vague, generic and ineffective if not 
put into context and perspective (Clarke, 2006; Laker & Powell, 2011). With some interesting attempts 
being made (Bedwell et al., 2014; Ran & Huang, 2017; Van Der Locht, Van Dam, & Chiaburu, 2013), 
the study of interpersonal skills training still needs attention and focus (Yelon, Ford, & Bhatia, 2014) 
as well as the observation of similar interventions taking place in real and multiple organizational 
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contexts (Goldstein & Ford, 2002).   
In the type of interventions observed in this study, we explored a training experience aiming 
more at reflection than content acquisition (Carli & Paniccia, 1981, 1999; Schön, 1987), benefiting 
from less content delivery and more active experimentation and group reflection (Laker & Powell, 
2011; Parente, Stephan, & Brown, 2012). This type of training intervention does not “teach” trainees 
predefined behaviors aiming at the direct application of new skills. Rather, it aims at increasing 
reflective capabilities and awareness of one’s and others’ emotional and behavioral responses within 
the organizational relationships and context, developing richer categories of understanding and wider 
sets of available heuristics and courses of action (Bendell, J., & Little, 2017; Schön, 1987; Slovak, 
Frauenberger, & Fitzpatrick, 2017). This type of training can be addressed to different organizational 
roles and can focus on the improvement of interpersonal relationships, either vertically (manager 
towards collaborators and teams) or horizontally (colleagues toward peers or team). In both cases, the 
sharing of new content (theoretical models, tools and best practices) encompasses a specific context-
based reflection about relational dynamics, achievement of professional objectives, ownership and 
personal responsibility towards change and relational skills improvement. Training methodology 
consists of simulations and roleplays (either analogical or realistic), debriefings, critical-incidents 
analysis, 1:1 or group feedback and real case sharing and discussion (Kolb, 1984; Kolb, Boyatzis, & 
Mainemelis, 2001).  
If designed with the above described premises, we could say that this kind of training acts 
“clinically” (Schein, 1983, Schein, 1995; Carli & Paniccia, 1999) that means involving clients and 
trainees in becoming aware of their emotional dynamics and of the assumptions behind them, while 
facilitating the autonomous discovery of new and more adaptive ways to solve problems together at 
work.  
In such settings, individual, organizational and training-related factors, can be reconsidered 
through a more symbolic and affect-oriented lens, in order to observe their contribution in influencing 
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learning transfer.  
 
3.2 Aim of the study 
Within a psychodynamic and “clinical” framework of interpretation (Carli & Paniccia, 1999; 
Schein, 1999), we aim at observing the role of relatively new predictors, such as participants’ 
expectations (individual factors), affective investment towards the work context (organizational 
factors), and clinical process consultation (training related factor), in determining short and long term 
learning outcomes of interpersonal skills training interventions.  
3.2.1 Participants’ expectations 
As already highlighted, interpersonal skills training may generate participants’ expectations 
which may be wider than just learning new skills (Laker & Powell, 2011) and which may be more or 
less adaptive for learning transfer. Expectations anticipate an object of reality and can provide clues 
on? what type of involvement and emotions will be used in the relationship with such an object 
(Fanelli et al., 2006; Langher et al., 2014; Mannarini, Ciavolino, Nitti, & Salvatore, 2012). We 
considered trainees’ expectations relevant for the outcomes of the training itself and, at the same time, 
we wanted them to be reported in a discursive form to access them as they rise in participants’ minds. 
Previous studies have shown the influence of discursive training framing practices on learning 
outcomes (Brinkerhoff & Montesino, 1995). In addition, from an interactionist point of view, by 
expressing their expectations towards the training, participants are already creating the learning 
experience and the training relationships in their minds (Nugus, 2008). Ultimately, this information is 
often accessible to many of the actors managing a training intervention, which makes this practice 
usable for a variety of stakeholders in this kind of intervention 
After testing different theoretical frameworks, we found recurrent themes in the expectations 
that interpersonal skills program solicited in respondents. We considered these dimensions as  
representational anticipations of work-related  objects and not just as individual drives (Ruggieri, 
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Pozzi, & Ripamonti, 2014; Carli, Paniccia, Giovagnoli, Carbone, & Bucci, 2016; Fanelli et al., 2006; 
Langher et al., 2014). These distinct types of training anticipations, , may have been influenced by 
personal attitudes but also by consulting and organizational variables (i.e. what had been 
communicated about the training or  what participants felt would be useful or expected  in their 
organization or role). 
3.2.2 Affective Investment and Symbolic Motives 
Learning transfer in experiential interpersonal skills training interventions can be highly 
demanding in terms of effort, personal choices and responsibility (Blume et al., 2010; Yelon et al., 
2014). Therefore if the organizational context is considered worth of such an investment, a positive 
affective representation of the context should enhance the learning transfer.  
We use the construct of affective investment, and affective symbolization, to explore how  
affects can be conceived not as individual dimensions (Machin & Fogarty, 2004) but as symbolic 
devices connecting individuals with their work contexts through an affectively connoted 
representation. Affective symbolization, in particular, can be conceived as the product of the symbolic 
equations that we operate in order to reduce the ambiguity of our relational contexts, and to assess if 
they are good or bad, generative or sterile, powerful or powerless and, eventually, worth of effort or 
dismissal (Carli et al., 1986). Through the affective symbolization process, we get oriented in our 
world, thanks to a socially shared meaning making process (Salvatore & Freda, 2011) from which 
work contexts are not exempt. 
Following a specific research tradition (Carli & Esposito, 1971; Carli & Pagano, 2008; Fanelli 
et al., 2006; Saraceni & Carli, 1970), for the purpose of this study we have created a scale (Work 
Symbolic Motive Scale – Work SMS) aimed at collecting a general dimension of affective investment 
at work, composed of four adjectival subscales grasping the main affective symbolizations, or 
symbolic motives, evoked by the organizational context (ref. chapter 1). Adjectives were chosen 
(instead of verbal items) for their capacity to evoke emotional representations of objects. Emotions, in 
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this perspective, are conceived as intrinsically relational phenomena, providing information not only 
about the self and its needs, but also about the type of relationship established with external objects 
(Matte-Blanco, 1975). This is why a motivational framework is used to summarize some of these 
emotional experiences (McClelland, 1961; Litwin & Stringer, 1968): it does not refer to individual 
drives but to different modes to be in relationship with an object of reality, like the work context, 
through an emotionally connoted  representational process (Salvatore et al., 2003). These general 
emotional connotations of the work contexts, nonetheless, have their own specific narratives to be 
discovered and understood locally, also through the training. Indeed, the symbolic motives used in this 
study are conceived as indicators of “local cultures” (Carli & Giovagnoli, 2011) or, in other words, 
unconsciously shared affective representations, depending on the relationships that employees have 
with their work context, while interacting with each other (Saraceni & Carli, 1970; Litwin & Stringer, 
1968; Salvatore et al., 2003). They are not merely environmental factors neither strictly individual 
ones. They refer to the context-individual  relationship (Carli, 1995; Mannarini et al., 2012; Paniccia, 
Giovagnoli, & Giuliano, 2008).  
To get more in detail of the symbolic motives taken into account in this study, below we 
describe the four dimensions which are measured through the Work-SMS and the related emotional 
experience evoked: 
Achievement symbolic motive refers to productivity, effectiveness and efficiency qualities. The 
evoked emotions are linked to mastery, goal accomplishment and capability.  
Affiliation symbolic motive refers to kindness, benevolence, humaneness qualities. The evoked 
emotions are linked to acceptance, intrinsic goodness and sense of belonging.  
Power symbolic motive refers to status, prestige and influence qualities. The evoked emotions 
are linked to might, potency and capacity to condition others’ behaviors or decisions.  
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Autonomy symbolic motive refers to independence, freedom of action and self-sufficiency 
qualities. The evoked emotions are linked to control of one’s own freedom, self-determination and 
self-focus. 
None of the four dimensions is necessarily adaptive or maladaptive. They are solely indicators 
of the collusive setting in which trainees act and will transfer their learning (Schein, 2013). These 
dimensions should typically be less conscious than, for instance, job satisfaction but yet may be 
transformed by interpersonal skills training. The role of such dimensions and their change after 
training will be observed in their influence on learning transfer. 
 
Figure 3.1. Dimensions and Adjectives composing the Work-SMS and Achievement, Affiliation, 
Power and Autonomy Subscales 
 
 
3.2.3 Clinical process consultation  
Although interpersonal skills training may be considered a typical L&D request, for which a 
“standard” interpersonal skills content delivery could be applicable (i.e. pre-defined lectures around 
emotional intelligence, communication, leadership, teamwork, etc.), if considered through a clinical 
approach, such a request may hide more complex dynamics, meanings or needs. Actually, 
interpersonal skills training often aims at changing mindsets, attitudes and behavior style which link to 
wider and yet context-specific organizational development ambitions (Cummings & Worley, 2009). 
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When faced with these demands, consultants may find clues of the relational issues that clients are 
willing to change through the training demand  itself (Carli & Paniccia, 1999; Schein, 2013). That is 
why the analysis of such a demand is a relevant phase to better frame, understand and intervene within 
the interpersonal skill development domain (Arthur  et al., 2003; Carli & Paniccia, 1999; Salvatore, 
2016; Schein, 1999).  
Many authors suggest that, in front of similar requests, consultants should resist playing a 
technical/expert role (Carli, 2006b; Gaj, 2007; Schein, 1999) as this would underestimate the 
complexity of the issue at hand, create a dependency towards the consultant and, ultimately, limit 
significantly the intervention potential (Salvatore, 2006). Alternatively, this awareness would require 
the consultant to explore the clients’ demands and possibly reformulate it with them, through what 
Schein has called a clinical inquiry process (1993), or what Carli and Paniccia named analysis of 
demand (2003). This phase is very relevant as it leads to better needs analysis, problem specification 
and enhanced ownership about the development process requested.  
In addition, consultants can act clinically throughout the need analysis process (Carli & 
Paniccia, 1999; Schein, 2006), by researching information about the relational dynamics being acted 
by the actors involved (i.e. consultant, clients, HR, managers, collaborators, team members) within the 
consultancy relationship itself (Argyris & Schön, 1997; Carli & Paniccia, 1981; Carli, 2006b; Schein, 
1995). This phase can be led involving different stakeholders, recipients, clients or customers, and 
through different tools (interviews, focus groups, surveys), at different stages and depths. However, 
this should not be considered as a mere diagnosis phase, rather as a research-intervention (Bradbury & 
Reason, 2006), whose results represent the first stages of the training implementation itself.  
Furthermore, in the light of many studies highlighting that the closer the training to the 
recipients’ realities, the easier the transfer in their work contexts (Burke & Hutchins, 2008; Salas et al., 
2012;), training design customization is key to make the training content job-relevant. 
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Finally, the outcome of the need analysis can be shared with all the actors involved, in order to 
create a feedback and involvement opportunity, while increasing the awareness and the sense of 
ownership towards change (Schein, 1993).  
The choice to lead a standard expert consultation or a clinical process consultation depends on 
several relational or practical aspects, among which we may list the relationship and the trust levels with 
the client organization, the defensive mechanisms present within the organizational system (Argyris & 
Schön, 1997), the readiness for the consultant or for the group/client to tackle dysfunctional dynamics 
(Salas et al., 2012), the allocated resources for the intervention. We are interested in observing the 
impact of these steps on learning transfer, conceiving this process as a set of actions that consultancy can 
do prior to the training (Table 3.1). 
 
Table 3.1. Features of Process Consultation and Standard Technical/Expert Consultation 
 Standard technical/expert 
consultation  
Clinical process consultation  
Consultation phase Expert’s behaviors Consultant’s behaviors 
Training request 
management 
• Proposes interpersonal skills topics and 
solutions  
• Describes expected outcomes to the 
client 
• Requires pre-condition resources 
• Solicits compliance about the provided 
solutions 
• Inquiries about interpersonal dynamics 
and the reasons-why of the program 
• Negotiates possible outcomes with the 
client  
• Leverages on resources available  
• Solicits curiosity about alternative 
solutions 
Recipients’ needs 
analysis  
• Does not involve training recipients 
before the training, as the course of 
action is predefined  
• Involves the training recipients before the 
training (i.e. focus groups, interviews or 
open-ended response surveys) to define 
the course of action 
Content definition  Selects training content (activities, 
models and theory) according to: 
• Expert’s available activities, models 
and theory 
• Expert’s level of knowledge on the 
subject 
Selects training content (activities, models 
and theory) according to: 
• Recipients’ needs 
• Recipients’ level of  knowledge on the 
subject 
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Alignment and 
reporting  
• Communicates diagnosis to the 
client/recipients 
• Provides contents about the 
interpersonal skills topic 
• Reports back what observed to the client 
and recipients (co-diagnosis) 
• Provides feedback about interpersonal 
dynamics acted during the 
consultancy/training 
Inspired by Schein (1995), Carli & Paniccia (1999) and Carli (2006) 
 
3.2.4 Hypotheses 
In line with this framework, we formulated three main hypotheses, observing the role and the 
interaction of these variables from different points of view: 
 H1a: Expectations towards training, affective investment, and clinical process 
consultation, measured prior to the training, contribute to short term learning outcomes 
(satisfaction, utility perception and knowledge increase) after the training, controlling for pre-
training self-efficacy, job satisfaction, and target participants. 
 H1b: Expectations towards training, affective investment, and clinical process 
consultation, measured prior to the training, contribute to long tem learning outcomes 
(application, individual and global organizational results) after the training, controlling for pre-
training self-efficacy, job satisfaction, and target participants. 
 H2a: An increase in Affective investment after training predicts short and long-
term learning outcomes, controlling for other organizational, individual and training related 
variables. 
 H2b: An increase in one of the work symbolic motives of achievement, 
affiliation, power and autonomy predicts short and long-term learning outcomes, controlling 
for other organizational, individual and training related variables. 
 H3a: Target participants variable moderates the relationship between affective 
investment, and related symbolic motives, and long term learning outcomes, as a proper 
indicators of learning transfer.  
Chapter 3 
67 
 
 H3b Target participants variable moderates the relationship between clinical 
process consultation and long term learning outcomes. 
 H3c Target participants variable moderates the relationship between 
expectations and long term learning outcomes. 
 
3.3 Methodology 
We conducted an observational longitudinal field study in partnership with an international 
training and development firm, whose consistency in methodology guaranteed us stability and 
reliability in the training strategies used.  
3.3.1 Interventions recruitment procedures 
The interpersonal training interventions observed had a duration of 16 hours each and were 
held with a minimum of 6 to a maximum of 12 participant/consultant ratio. 
The interventions had to be aimed at reflection and deeper understanding of social and 
relational dynamics among colleagues at work. The type of interventions observed were similar in 
duration, methodology and trainers’ background (all psychologist consultants, working for the same 
firm and following the same training methodology). 
The difference was in target participants: managerial roles (targeted to a population directly 
responsible for 2 to 10 staff members) and professional roles (targeted to a population not directly 
responsible for any staff member). The former interventions were more focused on understanding and 
improving the dynamics with the directly managed staff members; the latter were more focused on 
understanding and improving the relational dynamics with team members and peer colleagues. 
The total amount of training interventions analyzed included 10 interventions within 7 different 
private sector companies, ranging from finance, energy, communication, manufacturing and tourism 
sectors.  
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3.3.2 Sample 
At time 1, we surveyed 155 employees composed by 73% of men and 27% of women (mean 
age=38.40; SD=10.13). Average tenure in the organization was 9.10 years (SD=7.60). Managerial 
roles were 54.7 % of the total, while professional roles were 45.3%. Training interventions analyzed 
were 10, with 5 targeting managerial roles and 5 targeting professional roles. 
At time 2, through an online platform, we were able to collect 137 surveys with usable data. 
At time 1 participants were welcomed to the training program and were asked to complete an 
online survey including: demographic information, affective investment, job satisfaction, expectations 
toward training, occupational self-efficacy measures. At the same time, the consultants managing the 
interventions were interviewed in order to collect information about the process consultation steps 
done before the training. 
At time 2, after 6-8 weeks the interpersonal training took place, affective investment, job 
satisfaction and occupational self-efficacy, and learning outcomes were remeasured.  
All respondents were guaranteed anonymity and provided their informed consent to participate 
in the study. 
We minimized question order effects and common source measurement biases by separating 
the measurement of predictor and criterion variables in time through a longitudinal design (Podsakoff, 
MacKenzie, Lee, & Podsakoff, 2003), which increased power, and allowed more comprehensive 
measurement, temporal precedence and causal inferences (Curran & Bauer, 2011). 
3.3.3 Measures 
Learning outcomes and transfer: Questionnaire for Professional Training Evaluation (Q4TE) 
The Italian version of this 12-item self-report scale was validated appositely for this study and 
was chosen as it allowed measuring learning  impacts at different levels in different evaluation 
contexts and organizations, among different training recipients. Starting from Kirkpatrick’s (1967) and 
Wang and Wilcox’s models (2006), it evaluates different training outcomes related to satisfaction, 
Chapter 3 
69 
 
utility, knowledge, application to practice, individual organizational results and global organizational 
results. Each of the six dimensions of the Q4TE is made of two items, which make it an easy-to-use 
tool for training evaluation. For practical purposes and in line with what emerged from our and the 
authors’ original validation (Grohmann & Kauffeld, 2013), the six dimensions in this study were 
clustered in short and long term outcomes (specifically learning transfer). The answer scale ranges 
from 0 (completely disagree) to 10 (completely agree). The scale shows consistent and positive 
relationships with learning transfer and transfer quantity. In our sample, Cronbach’s alfa for both short 
and long term outcomes were good, varying from .88 for the former, to .94 for the latter. The scale is 
recommended to be administered at least 4 weeks after the training to allow participants to use and put 
in practice what learned.   
Affective Investment: Work SMS. This 12-item scale was validated for the purpose of this study 
and originates from previous studies in the psychosocial and psychodynamic field (Carli & Esposito, 
1971; Carli & Pagano, 2008; Fornari, 1979; Langher et al., 2014; Litwin & Stringer, 1968; Saraceni & 
Carli, 1970;). The scale owns sound psychometric properties and is a summary of the quality 
endowment that a subject ascribes to her/his work context (Salvatore, 2016). The scale is based on four 
sets of adjectives, referring to the four symbolic motives of achievement, affiliation, power and 
autonomy, deriving from previous motivational studies (Deci & Ryan, 2010; Lammers, Stoker, Rink, 
& Galinsky, 2016; McClelland, 1961; McClelland & Boyatzis, 1982;). The symbolic motives are 
conceived as individual-context dimensions, emerging from the interaction between individuals with 
their work contexts, from which different affective symbolizations stem (Carli & Paniccia, 2004; 
Fornari, 1979). Affective symbolizations (or symbolic motives) can be considered affective 
representations of the work context, soliciting different levels of each of the four symbolic motives, 
but composing – overall – a general scale of what we called “affective investment”, that is the feeling 
that the context is satisfactory and preservation worthy (Voronov & Vince, 2012). Reliability scores 
for this study were considered satisfactory as the overall scale had a Cronbach’s alfa of .86 and the 
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four subscales had .76 for achievement, .78 for affiliation, .76 for power and .81 for autonomy. 
Clinical process consultation checklist. In order to identify the extent to which a clinical 
process consultation had taken place, we created a checklist which was consistent with clinical 
approaches to the organizational intervention (Carli & Paniccia, 1981, 1999; Schein, 1995). After 
every training delivery, each consultant was asked, if prior to the intervention she/he had done the set 
of consulting actions referring to the process consultation steps previously described: 1) inquiry and 
reformulation of the training request  (i.e. exploration of the reasons of the program, negotiation of 
expected outcomes, building on resources available, solicitation of curiosity towards alternative 
solutions), 2) recipients training needs analysis (i.e. live focus groups, interviews or surveys to 
understand recipients’ needs and expectations towards training), 3) training content definition and 
customization for the specific organizational contexts (i.e. activities, models and theory selection 
according to recipients’ needs and level of knowledge on the subject) 4) analysis results sharing and 
alignment with clients and recipients (i.e. reporting back to the client and training recipients about 
dynamics collected during the consultancy inquiry). The result of this checklist was a five-point scale 
which could vary according to the presence of zero to four of these actions. If the consultant answered 
positively to each of the four sections, this would lead to assigning 4 points to the intervention. If the 
consultant answered negatively to all the four points, this would lead to 0 score on the scale. Given the 
categorial typology of items, the checklist reliability was calculated with the Kuder-Richardson 
formula, resulting in a coefficient of .62. Albeit low, we considered it suitable for a newly developed 
scale (Nunnaly, 1978) which had the purpose of serving the pragmatic aim of guiding the consultant’s 
reflection, and which was composed by solely 4 items with a 2-category response (Peterson, 1994).  
Participants’ expectations: open-ended question. In order to identify the participants’ main 
expectations, we chose the open question “What do you expect from this training?”, the answers of 
which were  analyzed by two researchers. We chose qualitative methods instead of quantitative ones 
because of the capability of open questions to detect the complexity of individual perception towards 
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the training (Patton, 1987). In a reiterative grounded process, after reading all the answers, two 
independent researchers coded the textual responses by identifying suitable models of interpretation, in 
line with social research guidelines (Gilbert, 2008). This process helped us create operational 
definitions for the coding of each expectation, which differed according to the main goal from the 
training (Table 3.2). The most frequent dimension (29%) referred to skill development goals (increase 
of interpersonal competences, knowledge, skills, in order to attain better professional performances or 
goals); the second most frequently  referred to was relatedness goals (increase of intimacy, mutual 
knowledge, group cohesion, development of a positive internal climate); the third most frequent (17%) 
referred to personal growth goals (increase in self-management skills, personal development with no 
specific reference to the work context, self-focus and concentration), the least frequent (9%) referred to 
influence increase goals (increase of  influencing skills in order to obtain others’ buy-in and 
engagement, capability to lead or change others, or gain status growth within the organization). Final 
scores for each respondent were calculated by assigning one prevalent dimension to each response. 
Overall, 19% of all respondents were not coded. Inter-coder agreement was calculated by Cohen’s K 
coefficient. Cohen’s K value was 0.87 for skill development, 0.85 for relatedness, 0.81 for personal 
growth and 0.87 for influence increase.  
 
Table 3.2. Examples of Participants’ Expectations Analyzed (% Frequency). 
Goals Expectation examples 
“What do you expect from this training?” 
Skill development 
(29% of total 
responses) 
To simulate tough situations that we are experiencing at work and receive feedback and 
suggestions around how to better handle them 
Reflection tips and new ways to improve my managerial skills, for the good of my colleagues 
and therefore for the good of the company. 
A better understanding of the job done by colleagues from other departments in order to 
increase our coordination 
Relatedness 
(26% of total 
I hope I can strengthen and deepen the human aspect with the entire group 
To increase the mutual understanding with my colleagues and to get to know better even 
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responses) outside the office 
I hope to be helped and supported by colleagues and trainers 
Personal growth 
(17% of total 
responses) 
I would like to develop by becoming more self-aware  
To gain more control and management of my emotions in tough situations 
To better understand my limits and resources in order to grow as a person 
Influence increase 
(9% of total 
responses) 
To learn how to better influence my boss also as tips to understand how to influence my 
potential future reports in the  next years 
To get more tools to convince my team members in front of conflicts or tough decisions 
To get a confirmation of my leadership and persuasion skills 
 
Job-satisfaction. We used one item taken from the single-item research around satisfaction at 
work (Fisher, et al. 2016 Fisher, Matthews, & Gibbons, 2016). Although we were aware of the risks of 
using a single item scale (Gardner, Cummings, Dunham, & Pierce, 1998; Loo, 2002 Schriesheim, 
Hinkin, & M. Podsakoff, 1991), we preferred to use this solution in order to reduce the response time 
for respondents (Fu, 2005) and increase the overall response rate in the longitudinal study (Rogelberg 
& Stanton, 2007). The item “Overall, I am satisfied with my job” was chosen from the work of Fisher 
and colleagues (2016) as it showed the highest estimates of internal consistency and test-retest stability 
over time (Fisher et al., 2016). The response scale ranged from 1 (completely disagree) to 6 
(completely agree). The test-retest reproducibility using the intra-class correlation coefficient (ICC) 
was 0.70, with a 95% confidence interval ranging from 0.61 to 0.77.  
Occupational self-efficacy. Similarly to job satisfaction, we chose one item about self-efficacy 
at work, to have a fast and overall measure of the feeling of capacity in one’s role within the work 
context. Single-item measures of self-efficacy have been previously used to measure the perception of 
mastery in specific domains, like teaching, memory, health (Gwaltney, Metrik, Kahler, & Shiffman, 
2009; Hoeppner, Kelly, Urbanoski, & Slaymaker, 2011; Rebok & Balcerak, 1989; Tschannen-Moran 
& Hoy, 2007). Aware of the same limits identified above, we chose one item from the short version of 
the Occupational Self-efficacy Sale (Rigotti, Schyns, & Mohr, 2008) “I feel prepared for most of the 
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demands in my job” as it guaranteed us the suitability for either managerial or professional roles in our 
samples. The response scale ranged from 1 (completely disagree) to 6 (completely agree). The intra-
class correlation coefficient (ICC) for this item was .60, with a 95% confidence interval ranging from 
0.42 to 0.70. 
3.3.4 Data Analysis 
In order to control for age, gender, organizational tenure, organizational belonging, and 
intervention cohort, we ran preliminary analyses to make sure that there were no significant 
differences between groups and none of the control variables were significantly related to learning 
outcomes. Once this was ascertained, such variables were excluded from the analyses. 
For the exploratory approach  of this study, given the nature of hypotheses, and for the small 
sample size at hand, we mainly used multiple and hierarchical regression analyses in order to observe 
the contribution of the different variable or sets of variables in predicting significant proportions of 
variance, together or in addition to the previously entered ones. 
Hypotheses 1 a) and  b) were tested through hierarchical regression, by entering three different 
sets of variables, referring to individual, training and organizational factors, in the model. The order in 
which the variables were entered followed the logical sequence of appearance in the training situation: 
individual-related variables, such as occupational self-efficacy prior to the training and participants’ 
expectations, were entered at stage 1 (model 1), and organizational variables, such as affective 
investment and job satisfaction were entered at stage 2 (model 2), as both conceptually pre-existing to 
the training; training-related variables, such as clinical process consultation and target participants 
were entered at stage 3 (model 3), as subsequent either to individual or organizational perceptions.  
Dependent variables were Q4TE scores for short and long term learning training outcomes.  
Hypotheses 2 a) and b) were tested by performing analyses with pre-post values in affective 
investment overall score and subscales scores (delta values).  Linear multiple regression was used to 
verify if an increase in affective investment, or in one of its symbolic motives, could determine an 
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increase in short or long-term outcomes, controlling for other individual (pre-training occupational 
self-efficacy, expectancies towards training), training (clinical process consultation, target participants) 
or organizational variables (job satisfaction).  
Hypotheses 3 a), b) and c) were tested by running moderation analyses using the SPSS Process 
macro by Hayes (2016). In particular, we examined moderation effects of target participants on long 
term outcomes (namely learning transfer), separately for affective investment and related symbolic 
motives delta, clinical process consultation, and expectations towards training, with the aim to 
determine whether being a manager or a professional in training could predict higher scores in learning 
transfer outcomes.  
Missing data were treated using a listwise method. 
 
3.4 Results 
In Table 3.3 descriptive characteristics of used measures are reported which showed no severe 
violation of the normality.  
Table 3.3. Descriptive Statistics of the Study Variables of the Sample 
 
  Measure M SD Skewness   Kurtosis 
Pre 
training 
variables 
  Affective Investment  51.93 8.15 -.01 -.12 
  Achievement symbolic motive 13.74 2.38 -.40 -.17 
  Affiliation symbolic motive 13.21 2.54 .12 -.42 
  Power symbolic motive 12.49 2.98 -.48 .26 
  Autonomy symbolic motive 12.53 2.83 -.25 .26 
  Job Satisfaction  4.41 .97 -.21 -.43 
  Occupational self-efficacy 4.34 .95 -.25 -.23 
Post 
training 
variables 
  Affective Investment 52.24 7.42 -.08 -.24 
  Achievement symbolic motive 13.56 2.45 -.66 .29 
  Affiliation symbolic motive 13.30 2.45 -.35 -.12 
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  Power symbolic motive 12.36 2.61 -.33 .14 
  Autonomy symbolic motive 13.08 2.46 -.02 -.32 
 Short term outcomes 49.21 6.96 -1.12 1.97 
 Long term outcomes 42.44 9.81 -1.1 1.70 
Prior to conducing a hierarchical multiple regression, we tested the fundamental assumptions.  
 
A sample size of 137 was deemed adequate given the number of predictors to be included in 
the regression analyses (Tabachnick & Fidell, 2006).  
An examination of correlations revealed that some of the independent variables were highly 
correlated. In particular, positive correlations were found among pre-training job satisfaction, 
occupational self-efficacy and affective investment; negative correlations were found between dummy 
variables of skill development expectations, relatedness expectations and target participants (Table 
3.4). High positive correlation between long and short term outcomes was expected and in line with 
the validation results. The same is true for affective investment and related symbolic motives sub-
scales (composing the overall affective investment scale). 
In the light of these results, for any regression analyses, both Tolerance and VIF statistics were 
run. As they always resulted within acceptable limits (all below 3), the assumption of multicollinearity 
was considered to have been met. 
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Table 3.4. Correlations Among All Predictor And Dependent Variables  (Pearson’s R)  
  
1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 
1.     Pre-training Affective Investment - 
               
2.     Pre-training Job Satisfaction .54** - 
              
3.     Clinical process consultation  -.11 -.10 - 
             
4.     Target participants a -.38** -.30** .27** - 
            
5.     Skill development expectations b .13 .09 .02 .23* - 
           
6.     Relatedness expectations b .15 .12 -.22* -.56** -.50** - 
          
7.     Influence increase expectations b -.28** -.15 .35** .16 -.27** -.25* - 
         
8.     Personal growth expectations b -.10 -.11 -.05 .25* -.38** -.36** -.19 - 
        
9.    Pre-training occupational self-
efficacy 
.46** .38** .11 -.14 .28** .02 -.05 -.31** - 
       
10. Δ Affective Investment -.61** -.35** .04 .19 -.08 -.04 .08 .08 -.34** - 
      
11. Δ Achievement symbolic motive -.46** -.30** -.03 .21* -.09 -.01 .00 .11 -.36** .75** - 
     
12. Δ Affiliation symbolic motive -.48** -.32** .18 .11 -.03 -.06 .12 .01 -.34** .82** .47** - 
    
13. Δ Power symbolic motive -.41** -.17 .12 .16 -.12 .052 .00 .08 -.09 .70** .33** .49** - 
   
14. Δ Autonomy symbolic motive -.53** -.29** -.12 .13 -.02 -.09 .10 .05 -.25* .81** .54** .57** .38** - 
  
15. Short term outcomes .01 .13 .23* .19 .09 -.12 .05 -.01 -.02 .22* .12 .23* .19 .14 - 
 
16. Long term outcomes .19 .16 .08 .12 .24* -.10 .00 -.16 .02 .11 .00 .13 .13 .09 .79** - 
*p < .05. **p < .01. 
a:    Target participants was coded as 0 (professional) and 1 (managerial) 
b: Dummy variable coded as 0 (absence) and 1 (presence) of the skill development, relatedness or influence increase expectations towards training. 
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We tested and partially verified hypothesis 1a) (short term outcomes) through a three stage 
hierarchical multiple regression with short term outcomes as the dependent variable. Individual 
variables, like occupational self-efficacy and expectations towards training were added at stage 1, 
pre-training job-satisfaction and affective investment were entered at stage 2, and training-related 
variables – namely clinical process consultation and target participants - were entered at stage 3.  
The hierarchical multiple regression revealed that, at stage 1, none of the considered variables 
contributed to explain the short term outcome variance. Introducing the organization-related 
variables at stage 2 did not explain any variance yet. Entering training-related variables at stage 3 
eventually led to a significant change in R² (F (2,89) = 4.80, p < .01). In model 3, short term 
outcomes were predicted solely by clinical process consultation (β = .22, p < .05; F (8,89) = 1.93, p < 
.05), in spite of several other organizational and individual predictors (Table 3.5).  
Overall, the set of variables in model 3 accounted for 15.0% of the variance in short term 
outcomes. 
 
Table 3.5. Summary of Hierarchical Regression Analyses for Predicting Short Term Outcomes By 
Individual Variables (Model 1), Organizational Variables (Model 2), Training-related variables 
(Model 3) (Method: Enter) 
 Model 1 Model 2 Model 3 
Variable B SE β B SE β B SE β 
Skill development 
expectations b 
1.06 2.02 .08 1.15 2.01 .08 1.24 1.93 .09 
Relatedness 
expectations b 
-1.20 1.91 -.09 -1.39 1.91 -.10 .77 2.08 .06 
Influence increase 
expectations b 
1.17 2.54 .06 2.07 2.60 .10 1.18 2.61 .06 
Pre-training 
occupational self-
efficacy 
-.03 .74 .00 -.75 .85 -.11 -1.10 .83 -.16 
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Pre-training affective 
investment 
   
.09 .10 .11 .15 .10 .20 
Pre-training job 
satisfaction 
   
.84 .81 .13 1.20 .79 .18 
Clinical clinical process 
consultation 
      
1.08 .54 .22 
Target participants a       3.31 1.75 .25 
R
2
 .02   .05   .15  
 
F for change in R
2
 .55   1.54   4.80**  
 
*p < .05. **p < .01. 
a: Target participants was coded as 0 (professional) and 1 (managerial) 
b: Dummy variable coded as 0 (absence) and 1 (presence) of the skill development, relatedness or influence increase 
expectations towards training. Personal growth was taken out of the model and considered as baseline. 
 
Hypothesis 1b) (long term outcomes or learning transfer) was partially verified by observing 
a change in the predictors of long term outcomes across three models (Table 3.6). The hierarchical 
multiple regression revealed that, at stage 1, none of the considered variables contributed to explain 
long term outcomes variance. Introducing the organizational variables at stage 2 explained an 
additional 6% of variation in long term outcomes, with a significant change in R² (F (2,89) = 3.25, p 
< .05). Long term outcomes were predicted by skill development expectations (β = 0.33, p < .05) and 
affective investment (β = 0.23, p < .05)  in model 2 (F (6,89) = 2.26, p < .05). Model 3 showed a 
further increase in R² (F (2,87) = 1.74, p < .05), with skill development expectations (β = 0.34, p < 
.05)  and affective investment (β = 0.30, p < .05)  being the only significant predictors for long term 
outcomes. This made us to choose to keep skill development expectations as the sole expectation to 
be considered in the next analyses. 
 
Table 3.6. Summary of Hierarchical Regression Analyses for Predicting Long Term Outcomes By 
Individual Variables (Model 1), Organizational Variables ( Model 2), Training-related variables 
(Model 3) (Method: Enter) 
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 Model 1 Model 2 Model 3 
Variable B SE β B SE β B SE β 
Skill development 
expectations b 
6.48 2.87 .32 6.71 2.80 .33 6.84 2.78 .34 
Relatedness 
expectations b 
1.46 2.76 .07 1.17 2.70 .06 3.67 3.02 .18 
Influence increase 
expectations b 
3.30 3.60 .11 5.43 3.63 .18 5.54 3.76 .18 
Pre-training 
occupational self-
efficacy 
-.38 1.07 -.04 -1.93 1.21 -.20 -2.12 1.21 -.21 
Pre-training affective 
investment 
   
.26 .15 .23 .33 .15 .30 
Pre-training job 
satisfaction 
   
1.03 1.14 .11 1.34 1.14 .14 
Clinical process 
consultation 
      
.35 .79 .05 
Target participants a 
      
4.21 2.52 .22 
R
2
 .07   .13   .17   
F for change in R
2
 
1.68   3.26*   1.74*  
 
*p < .05. **p < .01. 
a: Target participants was coded as 0 (professional) and 1 (managerial) 
b: Dummy variable coded as 0 (absence) and 1 (presence) of the skill development, relatedness or influence increase 
expectations towards training. Personal growth was taken out of the model and considered as baseline. 
 
Through hypothesis 2, we aimed at observing if a difference between affective investment 
prior to and after the training (delta) could influence learning outcomes.  
Hypothesis 2 a) was partially verified as no predictive effect was found for increase of 
affective investment on long term learning outcomes (F (6,87) = 2.20, p > .05). However, an increase 
in affective investment positively predicted short term outcomes (β =.28, p < .01) in a model 
including all the other predictors previously analyzed (clinical process consultation, target 
participants, skill development expectations, occupational self-efficacy, job satisfaction prior to the 
training). Pre-training job satisfaction (β = .31, p < .01) and clinical process consultation (β = .22, p 
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< .05) showed added explanatory power to the model, which overall explained 19% of short term 
outcome variance (Table 3.7).  
 
Table 3.7. Summary of Multiple Regression Analyses for Predicting Short Term Outcomes By 
Increase in Affective Investment (Delta), Beyond Clinical process consultation, Participants’ 
Expectancies, pre-training Self-efficacy and Job Satisfaction (Method: Enter) 
Variable B SE β 
Affective investment Delta .21 .08 .28** 
Clinical process consultation 1.11 .51 .22* 
Pre-training job satisfaction 2.03 .73 .31** 
Target participants a 1.94 1.45 .15 
Skill development expectations b .96 1.47 .07 
Pre-training occupational self-efficacy -.39 .78 -.05 
R
2 
F 
.19** 
3.45 
  
*p < .05. **p < .01. 
a: Target participants was coded as 0 (professional) and 1 (managerial) 
b: Only the dummy variable for skill development expectations was left in the model, coded as 0 (absence) and 1 
(presence)  
 
For hypothesis 2b), among the four Work-SMS subscales, only an increase in the 
achievement symbolic motive (β = .28, p < .01) and in the autonomy symbolic motive (β = .22, p < 
.05) were found to predict short term learning outcomes,  in addition to target participants and job 
satisfaction for the former, and clinical process consultation and job satisfaction for the latter (Table 
3.8 and 3.9). 
 
Table 3.8. Summary of Multiple Regression Analyses for Predicting Short Term Outcomes By 
Increase in Achievement symbolic Motive (Delta), Beyond Clinical process consultation, 
Participants’ Expectancies, pre-training Self-efficacy and Job Satisfaction (Method: Enter) 
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Variable B SE β 
Achievement symbolic motive Delta .74 .26 .28** 
Clinical process consultation .92 .58 .17 
Pre-training job satisfaction 2.34 .76 .32** 
Target participants a 3.37 1.50 .23* 
Skill development expectations b -.55 1.54 -.04 
Pre-training occupational self-efficacy -.47 .82 -.06 
F 
R
2
 
4.21 
.16** 
  
*p < .05. **p < .01. 
a: Target participants was coded as 0 (professional) and 1 (managerial) 
b: Only the dummy variable for skill development expectations was left in the model, coded as 0 (absence) and 1 
(presence)  
 
Table 3.9. Summary of Multiple Regression Analyses for Predicting Short Term Outcomes By 
Increase in Autonomy symbolic Motive (Delta), Beyond Clinical process consultation, Participants’ 
Expectancies, Pre-Training Self-efficacy and Job Satisfaction (Method: Enter)   
Variable B SE β 
Autonomy symbolic motive Delta .53 .25 .22* 
Clinical process consultation 1.27 .55 .23* 
Pre-training job satisfaction 2.15 .77 .30** 
Target participants a 2.88 1.54 .20 
Skill development expectations b -.48 1.55 -.03 
Pre-training occupational self-efficacy -.49 .834 -.064 
F 
R
2
 
3.17 
.17** 
  
*p < .05. **p < .01. 
a: Target participants was coded as 0 (professional) and 1 (managerial) 
b: Only the dummy variable for skill development expectations was left in the model, coded as 0 (absence) and 1 
(presence)  
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With hypothesis 3 we checked if any moderation effect was present for target participants on 
any of the predictors taken into consideration so far. We did this as we aimed at detecting if the 
interaction of some of the considered variables could impact long term outcomes, as a proper 
measure of learning transfer.  
This hypothesis was partially confirmed.  
The first interaction observed was between affective investment delta and target participants 
on long term outcomes. Moderation analyses showed a significant conditional effect of target 
participants on affective investment delta in predicting long term outcomes (B = .48, SE= .21 t(113) 
= 2.24, p < .05). In particular, as shown in Figure 3.2, an increase in affective investment in a 
managerial target population  positively predicted long term outcomes.  
 
Figure 3.2. Interaction Plot for Conditional Effect of Target Participants on Affective Investment in 
Predicting Long Term Learning Outcomes 
 
 
Among the four symbolic motive scales, only an increase in autonomy seemed to be 
significantly moderated by target participants. Indeed, an increase in autonomy could positively 
predict higher scores in long term outcomes in a managerial population (B = 1.27, SE=.61 , t(118) = 
2.05, p < .05) (Figure 3.3) 
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Figure 3. Interaction Plot for Conditional Effect of Target Participants on Autonomy Symbolic 
Motive in Predicting Long Term Learning Outcomes 
 
 
Next, the interaction term between target participants and clinical process consultation was 
explored. Although not reaching the significance threshold of  p<.05, we decided to report the results 
of the moderation effect of target participants on long term outcomes, as this model  reached a p < 
.06 (B = -3.25, SE=1.71,  t(123) = 1.90, p < .06). The examination of the interaction plot (Figure 3.4) 
showed an effect only of professional targets on long term scores, which were significantly increased 
by clinical process consultation. 
   
Figure 3.4. Interaction Plot for Conditional Effect of Target Participants on Clinical Process 
Consultation in Predicting Long Term Learning Outcomes 
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Eventually, we tested the conditional effect of target participants on skill development 
expectations for long term outcomes, which did not show any significant interaction (B = 3.03, 
SE=4.35,  t(100) = .70, p > .48). 
 
3.5 General Discussion 
Through this work we wanted to explore the role of, so far relatively unexplored, factors of 
effectiveness of interpersonal skills training. These factors are affective investment and affective 
symbolic motives (Carli & Paniccia, 2004; Salvatore et al., 2003), clinical process consultation (Carli 
& Paniccia, 1999; Schein, 1993) and participants’ expectations towards the training. The main aim 
was to shed light on the symbolic and representational processes going on within the organizational 
contexts in which training took place, within the consultant-client relationship and within 
participants’ anticipations of training and its outcomes. 
These three dimensions were measured prior to the training through a newly validated scale – 
the Work Symbolic Motive Scale (Work-SMS), a clinical process consultation checklist, and an open 
ended question about training expectations.  
The Work SMS (see chapter 1) is an adjectival scale composed of 12 adjectives referring to 
the achievement, affiliation, power and autonomy dimensions which highlight the main affective 
symbolizations of the work context, all encompassed in a general measure of affective investment. 
The scale was administered before and 6-8 weeks after, the training. 
The clinical process consultation checklist was specifically created for this study, and aimed 
at observing the consultancy process prior to training, and measured the extent to which the client’s 
demands were analyzed and reformulated, training needs were explored, training design was context-
based and customized, and observation results were then shared with recipients and clients.  
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The open-ended question about expectations towards training (“What do you expect from this 
training?”) and its answers were collected before the training and then coded through four different 
labels, referring to skill development, relatedness, personal growth and influence increase goals.  
The learning outcomes were measured with a 12-item self-report scale, namely Questionnaire 
for Professional Training Evaluation (Grohmann & Kauffeld, 2013), which measured the impacts of 
training at six different levels (satisfaction, utility, knowledge and application, individual results and 
global organizational results) grouped in short and long term learning outcomes. This scale was 
administered 6-8 weeks after the training. 
All the tools used in this study showed reliability properties from acceptable to excellent. 
Partnering with an international training and development firm, we involved 137 subjects in a 
field longitudinal study, across seven different organizational contexts, consistently with a call for an 
inter-organizational training interventions evaluation (Baldwin et al., 2009; Goldstein & Ford, 2002). 
Ten similar interpersonal skills interventions were identified which could be suitable for studying the 
observed variables, and which were similar in the methodology used, trainers’ style and content, but 
differed in  target population. For the managerial target population, the training focused more on the 
development of interpersonal skills with managed teams and collaborators; for the professional target 
population the focus was more on developing interpersonal skills with peer colleagues and team 
members. 
The approach of each training intervention was highly experiential (Kolb, 1984; Kolb et al., 
2001) and included simulations, reflection sessions, sharing of theoretical models, best practices and 
feedback among peers.  
Through three hypotheses we verified the role of our three main predictors on different 
learning outcomes, controlling for other, more traditional and well-known variables, such as job 
satisfaction, occupational self-efficacy and target population involved in training (managerial or 
professional).  
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Our first hypothesis was that pre-training affective investment, clinical process consultation  
and participants’ expectations prior to training could predict learning transfer, either for short and 
long term outcomes (H1a and H1b), beyond other variables such as job satisfaction, occupational 
self-efficacy and target population. 
Using a hierarchical multiple regression model, we partially verified these hypotheses. On the 
one hand  clinical process consultation was the only significant predictor for short term learning 
outcomes, in a model explaining the 15% of overall variance and including all the previously cited 
predictors. Pre-training affective investment and participants’ skill development expectations, on the 
other hand, were the only two predictors significantly associated to long term transfer, explaining up 
to 17% of variance. These results, which were partially inconsistent with our hypotheses, were 
interpretable with a conception of interpersonal skill training as an “episode” (Salas & Cannon-
Bowers, 2001) within a much wider organizational life, led by the trainees. Learning can be 
appreciated and deemed useful by trainees, however, it stays an episodic event embedded in more 
complex and dynamic environment which is only partially modifiable through temporary training 
interventions. If well consulted and designed,  interpersonal skills training can provide deeper 
awareness and knowledge and be perceived as satisfying and useful (short term outcomes), no matter 
how satisfying the rest of the organization is. However, in order to produce global organizational 
results such as improved performance, better climate and productivity at work (long term outcomes), 
affects towards the overall organization and personal expectations come into play. This shows that 
from an organizational point of view, the affective investment towards one’s work context (i.e. 
feeling that the work context is endowed with good qualities)  is something that sustains the 
performance and the training effectiveness in the long run; it should therefore be monitored 
carefully, in integration with other climate and cultural dimensions. On the other side, individual 
skill development expectations towards training showed to predict long term outcomes, which is 
consistent with what already known about goal orientation and achievement motivation (Dan & 
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Amanuel, 2005; Laine & Gegenfurtner, 2013). Nevertheless,  this can also be explained by the fact 
that the here-analyzed skill development expectations implied  a context-oriented improvement of 
skills through self-implication, which was particularly coherent with what the training eventually 
worked on, increasing the productivity of interpersonal relationships at work (Carli & Giovagnoli, 
2011). 
The second hypothesis was that an increase in affective investment, or in one of its four 
subscales, could influence learning outcomes (short or long term). Although an increase in such 
dimensions was not a specific objective of the interpersonal skills training observed, we aimed to 
discover if an enhancement of a particular affective symbolization could also enhance the training 
effectiveness, in turn. 
Results highlighted that when affective investment, and in particular achievement and 
autonomy symbolic motives, increase after the training, this does positively influence learning 
outcomes, and in particular short term ones (referring more to the individual subjective perception of 
learning usefulness), more than long term ones (referring to wider individual-organization 
interaction). Whereas clinical process consultation, target participants and job satisfaction kept 
playing a significant predicting role. These results seem to tel us that, in addition to other 
organizational and training-related factors, leveraging on these affective symbolizations can be 
useful for the training appreciation (short term outcomes). In particular, we can interpret this result 
by supposing that an enhancement of the context symbolic generative function (achievement 
symbolic motive) can lead to a better regard towards the training (i.e. the more I feel my work 
context – and  my role in it  - to be generative and productive, the more I will feel that the training 
has been useful and enriching). For the autonomy symbolic motive, a similar process may be 
involved, with an increase in ownership and responsibility leading to a stronger valuing of training 
(i.e. the more I feel my work context is capable of autonomy and self-determination, the more I 
appreciate the training). Indeed, if participants increase the feeling to work in a context which is 
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capable to generate solutions and be owner of its destiny, this may lead to fully appreciate the 
meaning and the usefulness of training (short term outcomes) (i.e. by reflecting on the resources 
available within the organization, uncovering dysfunctional dynamics of the productivity potential, 
taking more ownership about one’s role or team effectiveness). In other words, positive affective 
reactions (Kirkpatrick & Kirkpatrick, 2007) towards training short-term outcomes can be amplified 
thanks to an increase in the positive affective representation of the work context. However, these 
increases in perceiving one’s work context as worth working for, and capable of achievement and 
autonomy, do not determine long term change in performance and organizational outcomes.  Indeed, 
in order to increase individual and organizational condition and performance after training (long term 
outcomes), many other factors and conditions  may be required.  
With hypothesis 3, in order to better focus the consultancy and training-related predictors 
which, if well managed, could increase long term training outcomes, and therefore learning transfer, 
we investigated if any moderation relationships existed among the observed variables. In particular 
we looked at target participants (professional vs. managerial role targets) to gain information about 
the conditions to at which long term outcomes could be predicted. According to previous works on 
learning transfer (Baldwin et al., 2009) participants’ role could play a part in it, as influenced by 
wider organizational conditions (i.e. expectations, level of autonomy, opportunity to practice) and 
influencing them, in turn (i.e. commitment, ownership, desires and ambitions). 
The results, again, partially verified our hypothesis. Managerial target population was 
actually found to positively moderate the relationship between the increase in affective investment 
and long-term learning outcomes. When an increase in affective investment, and in particular in the 
autonomy symbolic motive, happened in a managerial target population, this was highly likely to 
predict long term outcomes. This was not true for a professional target population, whose long term 
outcomes scores remained substantially the same. We deem that a solicitation of affective investment 
and autonomy symbolization in such training recipients can boost the perception of improved 
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performance and learning transfer. This may be explained, in part, due to the fact that they can be 
more keen to exert effort on the work contexts (see Chapter 1; Kónya, Matić, & Pavlović, 2016; 
Thompson, Kopelman, & Schriesheim, 1992). Yet, this could also be due to the fact that training 
could foster the capability to detect and acknowledge organization positive qualities.  
In addition, the target population also moderated the relationship between clinical process 
consultation and long term outcomes. Although not significant, the interaction plot of the moderation 
showed that this interaction deserved some attention. Actually, long term outcomes were predictable 
by deeper clinical process consultation if this happened in a professional target population. 
Generally, this kind of population deals with less relational responsibilities and decisional risks 
within the organization (Johnson & Powell, 1994), and therefore may then be considered to be less in 
need of interpersonal skills training. However, this should not lead to shallower clinical process 
consultation. Actually, inquiring about the real need at hand and reformulating it, customizing the 
training and sharing the results with all the stakeholders may yield to long term learning outcomes 
more in a professional target population than in a managerial one. This may be due to  a variety of 
reasons, among which we may consider the power of well-designed interpersonal training 
interventions for populations generally less exposed to such type of training. The possibility of this 
target population to explore new ways of relating with each other with less fears about mistakes and 
visibility risks within the organizational environment could also explain this result. In general, we 
can say that the role dimension actually connects the subjective attitude (Ford & Noe, 1987) with the 
organizational expectations (Biddle, 1986) and with the training objectives definition and design. For 
this reason it may modulate the influence of other variables on learning transfer. 
Eventually, the relationship between participants’ skill development expectations and long 
term transfer was not moderated by the target participants. This may be due to the fact that this 
dimension, encompassing context-based improvement goals and self-implication attitude, already 
implies long term commitment, potentially spurred by other indirect factors (i.e. effective 
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communication about training goals, better expectation setting from managers or organization, etc.). 
This could sustain the perceptions of stronger long term outcomes, inspite of participants’ roles. 
However, this variable continues to be a strong predictor of long term outcomes, which makes it a 
factor worth of exploration and management prior to training.  
 
3.6 Limitations of the study 
We could list many limitations of this study. The first limit is related to the measures that we 
used, especially for control variables (job satisfaction and occupational self-efficacy). Being  a field 
study, dealing with real cases, we were particularly careful to balance the response effort for 
participants. This is why we chose to use  single-item measures for control variables which was 
definitely an extreme solution, adopted in front of the risk of not having any control measure at all. 
This is not advisable for results validity; thus, further studies may certainly benefit from more solid 
measures. A validity of measure issue can be raised also for two of the four variables that we 
observed (clinical process consultation checklist and expectations open-ended question). Although 
internal reliability indicators resulted in sufficiently consistent values, a more solid validation of such 
tools is advisable, for the benefit of research and professional aims. 
In addition, the measure that we used for learning outcomes (Q4TE, Grohmann & Kauffeld, 
2013) was a self-report and observed short and long term outcomes at the same time, which can 
inflate the correlational relationships and results. This goes against many authors’ recommendations 
about training transfer evaluation, who suggest to use multi-source  tools (i.e. Burke & Hutchins, 
2008). However, many solid training transfer evaluation tools are based on the same principle (Bates, 
Holton, & Hatala, 2012) and, thanks to an accurate validation process and to anonymity guarantee to 
respondents, we managed to minimize risks related to inflated results. 
In terms of sample size, although the longitudinal design helped increase the study power, 
our number of subjects was small and this conditioned the number of analyses and explorations that 
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could be feasible. Consequently, the role of some of the variables considered could not be 
disentangled from other related variables. An example of this is the target participants variable. 
Target participants strongly influenced training content and focus (vertical interpersonal 
relationships vs. horizontal ones) and these two variables keep being strongly intertwined, with no 
possibility to determine which of these two conditions are enabling long term learning outcomes.  
With reference to our sample’s background, we must highlight that it was fully composed by 
an Italian population and this will have certainly influenced the quality of our results. We must 
underline that this, more than a limit, is an intrinsic feature of these kind of studies: being this 
research focused on  affects and symbolic dimensions, as essentially context-dependent variables, we 
emphasize that the meanings assumed by our respondents may be very different from the ones we 
could collect in other cultures (either organizational or national). More than a limit, this seems to us a 
fundamental assumption to keep in mind when dealing with these dimensions which cannot be 
separated by the context in which they are created (Valsiner, 2014; Gergen, 1990). 
 
3.7 Implication for practice 
Despite the many limitations, thanks to this study we can draw several considerations which 
can be useful for practice with regard to what better predicts interpersonal training short and long 
term outcomes, and to what can be done to enhance the effectiveness of this kind of training. 
Firstly, we were once again reminded that training and learning transfer do not happen in a 
vacuum (Bell et al., 2017) and the affective and representational dimensions, like affective 
investment and symbolic motives, play a role in every change process. Indeed, this study helps us 
grasp some training-related dimensions of meaning attribution which act through immediate 
symbolic equations, guiding individuals and groups’ actions and relationships within the 
organization. We cannot but join the multitude of authors who state that training transfer is the 
outcome of a series of factors, interacting together in a systemic way (Aguinis & Kraiger, 2009; 
Chapter 3 
92 
 
Baldwin et al., 2009; Bell et al., 2017). These are – in a way – inextricable from the work context in 
which they are embedded. In our findings, we gained evidence that training-related factors tend to 
influence only short term outcomes, while potentially deeper context or individual-related 
dimensions have impacts in the longer run.  
Training managers and consultants should be aware of this differentiation, in order to create 
enabling organizational environments and systems for learning to be used and applied. Indeed, 
thanks to the particularly open nature of the skills developed through this  kind of training, 
practitioners can  contribute to building or reinforcing adaptive work context representations, 
supporting the creation of “the symbolic resources available to people to carry out their lives 
together” (Gergen, 1990; p.33). Actually, when working through interpersonal skills training, the 
achievement and autonomy symbolic motives seem to be the most productive representations of the 
organization for learning transfer. Therefore, more than soliciting power or affiliation-related 
representations, prompting trainees to identify generative and self-determining qualities of their work 
contexts seems a particularly effective strategy to enhancing interpersonal training appreciation and 
transfer. Indeed, we know that the cohabitation of the same work context may be improved by the 
appreciation of its productivity and autonomy capabilities, as indicators of development and growth, 
beyond the relational dynamics of reassurance or dependency (Bion, 1961; Carli & Paniccia, 1999, 
2004). Through a psychodynamic approach that considers emotions as the product of an unconscious 
and socially shared meaning making process (Fornari, 1979; Matte-Blanco, 1975; Salvatore et al., 
2003), symbolic dimensions can be raised, thought and discussed during the training, in order to 
understand what they can mean for participants. However, their translation into tangible quotidian 
organizational practices and meanings is a task that necessarily stays in the hands of those involved 
in the training (i.e. consultants, trainers, participants, training managers, and ultimately 
organizations). In this regard, we can underline the usefulness of using less cognitive and 
individualistic measures training evaluation, in favor of measures capable to grasp symbolic 
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dimensions and  make them utterable, observable and therefore thinkable, during and after the 
training.  
Another relevant implication of this study is the observation of the effectiveness of some 
consultancy practices, like clinical process consultation, which have often been neglected by 
empirical research. For its mainly dialogical and context-embedded nature, this consultancy practice 
is hard to monitor and measure. However, the list of consultancy behaviors created for this study, 
when used in our interviews, helped our interviewees to reflect on their professional practice (Schon, 
1983) and become more aware of what they could have done differently to increase the intervention 
effectiveness. Therefore besides measuring the impact of a similar variable on training short and long 
term outcomes, this tool can become the starting point for practical guidelines which help to 
understand to what side of the expert-clinical continuum the consultancy is. This seems even more 
valid when the target population is a professional one, which provides training practitioners with 
some attention areas to monitor when leading such a consultancy for this kind of target recipients. 
Interesting is the role of participants’ expectations, which, albeit being collected by 
individual sources, may be considered at the crossroad  of different factors (i.e. personal goals and 
drives, managerial practices, organizational communication, cultural representation of training, etc.). 
The fact that we explored the open-ended responses as they originally were in participants’ words, 
can allow training practitioners to be aware of the discourse around training that gets built prior to it, 
as many authors have clearly shown that such narratives psychologically generate the training event 
itself (Bruner, 1991; Gergen, 2009; Montesarchio & Venuleo, 2009). Qualitative and inquiry 
methods have started to be used in training outcome evaluation (Brinkerhoff, 2006; Yelon et al., 
2014). We followed this path, considering that the trainees’ free responses about training 
expectations are easily observable and therefore interpretable through the here-found categories. 
Although we are aware that a deeper inquiry through narrative approaches could shed light on the – 
conscious and unconscious - meanings and representations ascribed to the organization and to 
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change within it, this first attempt provides an easy and fast way to obtain qualitative clues of such 
representations. By influencing the expectations factor and potentially adjusting it towards more 
realistic, context-based and self-implicating anticipations, it is possible to enrich the narratives of 
training expected outcomes, therefore increasing the potential for long term transfer. 
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4. Conclusions from a clinical point of view 
Concluding, we would like to underline how the factors here observed belong to a set of 
dimensions that rarely get attention, in favor of more well-known but also less innovative predictors 
of training transfer (i.e. motivation to learn, managers’ support, job-relevant training content, etc.). 
This tendency, albeit understandable and useful to a certain extent, risks to dwell on common sense-
based conceptions of “what works” in training and learning, eluding more risky but nonetheless 
wider interpretative models for change and intervention within the organization (Salvatore et al., 
2003; Valsiner, 2014). Our proposal is that, particularly for interventions dealing with interpersonal 
skills improvement, psychodynamic and clinical approaches offer the possibility to give room to an 
innovative interpretation of affective, symbolic and relational factors, happening before and during 
the training consultation, as phenomena which are interpersonal in nature (Carli & Paniccia, 1999).  
Indeed, during the training consultancy phase, positioning on the expert/technical polarity or 
on the clinical one can implicitly set specific ways of interaction with the others (i.e. clients, 
participants, commissioners). Symbolically, the expert/technical position may convey untold 
indications for compliance and delegation of decision and thus emotions of relief, but also obligation 
and dependency (Schein, 1999); while the clinical position may solicit anxiety and irritation, but also 
prompt courage, responsibility and commitment. 
Then, during the training delivery, the “expert” provision of new contents more than a 
collective critical revision of action can unconsciously convey symbolic associations which orientate 
participants’ interpretations and understanding of their relational world (i.e. compliance to authority 
vs. critical reflection with the other). Several emotional and interpersonal dynamics can stem from 
this (i.e. identification, rejection, dependency, counter-dependency, conflict or affiliation; Bion, 
1961) which, if observed, can be discussed and analyzed within the training itself, as first-hand 
observation of the emotional complexity of the relational experience.  
Eventually, before and after the training, the everyday work reality of participants can be 
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considered through a psychosocial and psychodynamic lens, besides other sociological, 
organizational and management frameworks. The training context can indeed become a shared 
setting in which to understand what the participants’ organizational realities emotionally mean to 
them (i.e. sources of mastery and competence, affiliation and relatedness, power and influence over 
others, autonomy and independence, etc.), assuming that such specific meanings build the local 
cultures that, eventually, govern the interpersonal dynamics which the training aims at improving 
(Carli & Paniccia, 1999, 2004). Again, giving attention to these symbolic representations can add 
value to the training experience, aiming at developing more adaptive categories and keys to act and 
interact in the organizational world. 
A final remark concerning the process of training impacts evaluation should be made: 
evaluating the outcomes of an interpersonal skills training can be a powerful reflective practice 
(Child, 2015), nurturing curiosity and feedback, shedding light on the factors that enable or hinder 
change and thus producing value to all the stakeholders involved. The evaluation of the impacts of 
training, in our view, should be conceived here as an “attitude” (Carli and Paniccia, 2004, p.214) 
prompting, at every stage of a training intervention, to validate the effectiveness of the work done. 
This work, also thanks to relatively easy-to-use tools, aimed also at encouraging training 
practitioners to pursue such an attitude, as a fundamental psychological function of goal definition 
and reality checking. 
Within a perspective that sees clinical psychology as an intervention science (Carli, 2006b), 
in this work we have proposed to reconcile intervention domains which have often been separated. 
Psychodynamic and clinical psychology, besides more therapeutic settings, can join social, 
interactionist and organizational psychology in the study of the organizational life and in support of 
change and development interventions.  The aim is to add explanatory power to the understanding of 
the organization, as one of the most complex facets of human relationships.
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